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ABSTRACT
Berry, Courtney A. A narrative inquiry into the experiences of alternatively licensed
teachers. Published Doctor of Education dissertation, University of Northern
Colorado, 2020.

This dissertation explored the lived stories of alternatively licensed teachers on
their experiences of becoming a teacher. Field texts were captured through
autobiographical writings and staged encounters that emphasized common perspectives
in the field of teacher education including the participants’ experiences prior to teaching,
their levels of preparedness, and their continued retention in the field. Participants
included three alternatively licensed teachers who were three to six years into their
careers. Data were analyzed through narrative analysis and interim texts were created to
negotiate the stories alongside the participants. Final research texts were created and
shared as independent narratives along with common themes to help further the field of
knowledge of alternatively licensed teachers.

iii

ACKNOWLEDGEMENTS
To the participants in this dissertation study, I extend my deepest gratitude for
their transparency and willingness to relive and retell their stories as an alternative
licensure teacher. Each of you have become a part of my story and showed me the depth
of educative experiences.
To Dr. Christy McConnell, who so graciously took me on as a graduate assistant
and pushed me to expand my thinking over the last four years. Thank you for your
insightful guidance and pushing me out of my comfort zone to explore narrative inquiry.
I am a better educator, and person, because of this program.
To the members of my dissertation committee, Dr. Jenni Harding, Dr. Suzette
Youngs, and Dr. Nancy Sileo, who’s voices walked alongside me throughout my
dissertation study. Thank you for your time, guidance, feedback, and support.
To Amber Rogers, my friend and colleague, who took an interest in my study and
provided a space to think aloud. Thank you for the insightful conversations, questioning
my thinking, and encouraging me along the way.
To my parents and family, who supported me along this journey. You have each
contributed to this accomplishment in your own ways. From showing an interest in my
work to caring for my family, without you all I could not have achieved my goal.
To Taylor and Caleb, my children. Thank you for all you gave to allow me to
pursue my dream. My greatest hope is that I have shown you the value of dedication and
perseverance, so that you, too, may achieve in all that you set out to do.
iv

To my husband, John, who has endlessly supported me over the years. Thank you
for the conversations that we have had and for truly listening when I talked about my
research. Without your support, I can confidently say I would not have achieved all that I
have.
To my Lord and Savior, my guide and my provider. Through You all things are
possible (Matthew 19:26).

v

TABLE OF CONTENTS

CHAPTER I. INTRODUCTION ................................................................................... 1
To Be Educated .................................................................................................. 5
Two Sides of the Same Coin .............................................................................. 8
Problem Statement and Purpose of the Study ................................................... 9
Methodology and Rationale ............................................................................. 12
Inquiry Puzzle .................................................................................................. 13
Key Terms ........................................................................................................ 15
Researcher Statement ....................................................................................... 16
Organization of Dissertation ............................................................................ 17
CHAPTER II. LITERATURE REVIEW .................................................................... 18
Multicultural Education ...................................................................................
Culturally Relevant Pedagogy .........................................................................
History of Teacher Education ..........................................................................
Types of Teacher Preparation ..........................................................................
Perceptions of Teacher Preparation .................................................................

18
20
24
26
27

CHAPTER III. METHODOLOGY ............................................................................. 33
Narrative Inquiry Research ..............................................................................
Rationale for Methodology ..............................................................................
Research Context .............................................................................................
Methods............................................................................................................
From Field Texts to Research Texts ................................................................
Trustworthiness ................................................................................................
Limitations .......................................................................................................
Conclusion .......................................................................................................

34
36
37
39
43
53
54
55

CHAPTER IV. PARTICIPANTS’ STORIES ............................................................. 56
Keira .............................................................................................................. 56
Elle ................................................................................................................... 76
Chase ................................................................................................................ 96
Jake ................................................................................................................ 115

vi

CHAPTER V. DISCUSSION AND CONCLUSION ............................................... 139
The Emergence of Narrative Threads ............................................................
Discussion ......................................................................................................
Moving Forward ............................................................................................
Limitations of the Research ...........................................................................
Future Research Possibilities .........................................................................
Final Thoughts ...............................................................................................

143
176
185
185
186
187

REFERENCES .......................................................................................................... 188
APPENDIX A. INSTITUTIONAL REVIEW BOARD APPROVAL ...................... 211
APPENDIX B. CONSENT FORM FOR HUMAN PARTICIPANTS
IN RESEARCH ............................................................................................. 213
APPENDIX C. STAGED ENCOUNTER GUIDE: INTERVIEW 1 ........................ 216
APPENDIX D. STAGED ENCOUNTER GUIDE: INTERVIEW 2 ........................ 218
APPENDIX E. STAGED ENCOUNTER GUIDE: INTERVIEW 3......................... 220

vii

LIST OF FIGURES
1.

Interview process ............................................................................................. 45

viii

1

CHAPTER I
INTRODUCTION
Narrative inquiry as a relational and reflective methodology posits that “narrative
inquirers need to continually inquire into their experiences before, during, and after each
inquiry” (Clandinin, 2013, p. 55). Narrative inquirers must begin “by justifying the
inquiry in the context of their own life experiences” (Clandinin, 2013, p. 36) and must
position themselves “in the midst” through writing stories of one’s own experience
(Clandinin & Connelly, 2000). Thus, I begin this dissertation with my personal story of
becoming a teacher.
As long as I can remember, teaching was a part of who I was. One of my
earliest memories includes playing school with my stuffed animals. My Dr. Seuss
books were labeled with the words such as “science” and “social studies” and
were prepped for the school year to begin. It should come as no surprise, then,
that I loved school. I loved my teachers and I loved learning.
While I enjoyed school and was good at it, teaching was not a profession I
considered. I wanted to be a lawyer or a marine biologist like so many other little
girls. I come from a long line of business men and women and their influences
were apparent as I constructed my goals for my life. I knew I would go to college
but never even considered I could pick a degree other than something that would
lead to the business world in some capacity. Coming from an affluent family,
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earning capacity was an unstated factor for me. While it was not explicitly
discussed, nor an expectation, it clouded my mind.
I graduated college in three years with a degree in economics and minors
in business and philosophy. During my final year of college, I considered
changing my major. An aunt, who I was close to, was in the process of going to
school to earn a degree in education. It was at that point I realized a business
degree just might not be for me. It was the first memory I have of being drawn to
a career other than business; however, my practical side took over and I decided it
was too late to change my pursuits.
The week of my college graduation, I moved to Colorado and got married.
I like to joke that instead of walking across a stage, I walked down an aisle and
shortly thereafter we welcomed our daughter. The lure of teaching was still
present and I found the “Teacher in Residence” program. I remember being
excited about the opportunity to work with students while earning my license and
began applying for every teaching job I could find. Unfortunately, with no
experience, I didn’t even get an interview. Placing my dream aside, I took a job
in the finance industry where I worked for five years.
While I enjoyed my career in the business world, I continued to feel a pull
toward working with kids. When the door opened to work as a Director of
Children’s Ministry, I graciously accepted and began my journey toward teaching.
Working with curriculum was energizing for me. I threw myself into my work
while helping my daughter navigate a tumultuous transition into school. There
were many days and times we needed to step away from the curriculum, as was
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provided, and find alternative ways to engage in the learning—ways that opened
doors to creativity and understanding. I remember a time when she was
struggling to add and subtract multidigit problems. Sitting at the table, pen in
hand and worksheet in front, we decided to set everything aside and create a
number line in the living room. The opportunity to step it out was enough for her
to begin to make sense of the abstract thinking.
School hasn’t been easy for either of my children. They’ve both
struggled, albeit in different ways. My daughter values the relationships with
teachers above learning while my son needs patience and understanding in
response to his slower processing. Their struggles gave me the opportunity to
better understand working with struggling students and learners. After spending
countless hours poring over books on learning in order to help my own children, I
was excited to put my knowledge to use as a paraprofessional at a local school.
After a year, I knew I couldn’t step away from what was bringing me joy and
desired the opportunity to guide the process of learning for more children. Over
the next few years, I not only earned my literacy interventionist license but also a
master’s degree in special education.
When I first entered the school system as a licensed teacher, I was
embarrassed. I didn’t want people to know I was an alternative licensure teacher.
I don’t remember any defining moment that made me ashamed of my license but I
do recall not wanting people to know. These feelings were affirmed throughout
my research of effective teachers while earning my graduate degree. I believed
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alternatively licensed teachers weren’t effective and did more harm than good by
leaving the field as quickly as they entered.
Even after earning a professional teaching license, becoming a department
chair, and working toward an administrator license, I still felt like I was never
going to be as good as the teachers who earned their degrees through traditional
preparation programs. When sitting in a class with my fellow doctoral students, I
vividly recall a negative comment made about alternatively licensed teachers.
Even though I might no longer be described as an alternative licensure teacher, it
felt like a cloud I continued to try to outrun.
The inquiry into my own lived experience has shown me that stories of life are
not lived out in chronological order; rather, experiences intersect to frame our perspective
where remembrance and reflection redefine the temporality of a single lived moment.
Downey and Clandinin (2010) described the reconstruction of experience, as influenced
by Dewey (1938/1997), as fluid and involving what has happened with what might
happen—all within the context of what is happening (p. 395). For narrative inquirers, a
person’s story becomes new when relived through the retelling of experiences through
present perspectives.
In my review of the literature, research on alternative certification was
constrained by a view tied to the programs. In his view on social philosophy, Dewey
proposed assessing social phenomena beginning with an examination of the phenomena
itself (Frega, 2015). Individuals who represented alternative certification brought with
them complex stories and experiences that had led them to becoming teachers and
superseded the programs through which they received their licensure. To understand the
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complexities around alternative certification, it was essential I looked backward to the
history of education and teacher preparation while looking forward to attend to the stories
of the teachers themselves.
To Be Educated
Democracy around the globe is an ideal that has the potential to meet the needs,
while establishing the rights of, all citizens. Education is a necessary foundation for this
ideal when subscribed to and participated in by all. To live in a democratic society is to
have a voice and education is the vehicle through which individuals have an opportunity
to build the skills for participation (Baines & Foster, 2006; Glaeser, Ponzetto, & Shleifer,
2007). Horace Mann (cited in Growe & Montgomery, 2003), an education reformer,
stated “Education, then, beyond all other devices of human origin, is the great equalizer
of the conditions of men, the balance wheel of the social machinery” (p. 23). Schools
and communities must find ways to promote the success of all students to create an
equally representative democratic nation-state.
As early as the 17th century, schooling became the mandated means through
which children received an education; while the 18th century introduced Common
Schools, where all children, regardless of race or class, would be taught under the same
room (Baines & Foster, 2006). By the 19th century, education was compulsory for all
states (Baines & Foster, 2006). In 1983, the U.S. National Commission on Excellence in
Education issued A Nation at Risk; this report found (a) approximately 13% of 17-yearolds were functionally illiterate; (b) a decline on standardized tests along with poor
performance on international assessments; and (c) an increase in student need for
remedial courses in college. In response to the trends highlighted in the report, concerns
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escalated around how U.S. schools were falling behind education systems around the
world. In addition to highlighting deficits in student achievement, A Nation at Risk (U.S.
National Commission on Excellence in Education, 1983) alleged many teachers did not
have the knowledge, skills, and training needed. Research argued the cause of poor
student proficiency levels was due to “the lack of enough highly qualified teachers”
(Whitford, Zhang, & Katsiyannis, 2017, p. 672).
Over the next 25 years, states would implement standards-based education
systems and the No Child Left Behind Act of 2001 (NCLB) ushered in an era of
accountability (U.S. Department of Education, 2008). The idea of accountability resulted
from NCLB where school districts would be held responsible by policymakers and
taxpayers for the education of all students. Accountability aimed to better student
outcomes and achievement was built around three principles: creating rigorous academic
standards, measuring student progress against those standards, and attaching some
consequence to the results (U.S. Department of Education, 2008). The NCLB prompted
states to get more serious about elevating their expectations for students (McKenzie &
Kress, 2015; Wiliam, 2010).
When considering the poor outcomes of students, factors such as small class sizes
or socioeconomic status were identified as having an impact on student achievement;
however, the classroom teacher was found to have the greatest influence over student
achievement (Darling-Hammond, 2000; Rivkin, Hanushek, & Kain, 2001; Toh, Ho,
Riley, & Hoh, 2006). The variables found to impact teacher competency included
measures of academic ability, years of education, subject matter knowledge, knowledge
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about teaching and learning, teaching experience and certification status, and teaching
behaviors in the classroom (Darling-Hammond, 2000).
In response to the call for stronger teachers in the classroom, NCLB (U.S.
Department of Education, 2008) incorporated a provision around highly qualified
teachers (McKenzie & Kress, 2015). The NCLB required highly qualified teachers to
hold at least a bachelor's degree, have certification within the state in teaching, and
demonstrate competence in their subject area. In addition to teacher requirements, NCLB
required state departments of education to report steps taken to improve teacher quality
(Barnett, Hoke, & Hirsch, 2004).
As it was believed teacher performance in the classroom made a great difference,
how a teacher was prepared prior to entering the classroom became critical. However, an
increasing student population, the aging teaching workforce, and the requirements of
NCLB to employ highly qualified teachers in all public schools’ core content courses led
to an increase in teacher shortages over time (Ludlow, 2011). Teacher shortages raised
additional concerns over student outcomes as a lack of sufficient, qualified teachers
threatened students’ ability to learn (Darling-Hammond, 2000). Teacher shortages have
been found to impact the ability to build a solid reputation for teaching, further
perpetuating the shortage (Garcia & Weiss, 2019). As the demands for more teachers in
the field increased, traditional routes to teacher certification could no longer be the sole
pipeline to producing teachers. In the early 1980s, the response to teacher shortages
included alternative certification paths to meet the demand for more teachers (Whitford
et al., 2017) and this option became even more viable with the implementation of NCLB.
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Two Sides of the Same Coin
While much research has been conducted around the impact of teacher shortages
(Garcia & Weiss, 2019; Ludlow, 2011; Yaffe, 2016), not all agreed on the solution.
Alternative certification first emerged as a way to provide talented individuals with
options for entering the classroom beyond traditional teacher preparation programs.
Alternative certification, or alternative licensure, programs are field-based programs for
teacher candidates who already hold a bachelor’s degree in another area. These programs
are designed to recruit, prepare, and license talented individuals while expanding the pool
of potential teachers and enabling a more diverse group of people to enter the teaching
profession (U.S. Department of Education, 2015). Alternative certification programs
have several common characteristics including rigorous screening processes, coursework
or equivalent experiences in professional education studies before and while teaching,
work with mentor teachers and/or other support personnel, and high-performance
standards for completion of the programs (Feistritzer, 2005, p. 3).
Advocates for alternative certifications have argued these types of options open
the field for a diversity of teacher backgrounds including cultural minorities and
individuals in high-need disciplines such as math, science, and special education
(Feistritzer & Chester, 2003; Ludlow, 2011). In addition, advocates viewed individuals
who pursued alternative certification as potential teachers who possessed a greater wealth
of life experiences and brought maturity and dedication to the field (Ludlow, 2011). At
times when institutions of higher learning struggle to attract quality candidates to their
teacher education programs, exacerbating very real teacher shortages across the nation
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(Freytag, 2002), alternative certification preparation programs could provide an effective
way to grow the teaching profession.
In addition to low numbers of teachers entering the field of education, it has been
estimated anywhere between 30 and 50% of new teachers left the field within their first
five years of teaching (Ingersoll, as cited in Hong, 2010). High teacher attrition rates
place unnecessary burdens and expenses on schools while disrupting continuity and
planning. Policymakers claimed the valuable professional experience of alternatively
licensed teachers translated into effective teaching and more mature novice teachers who
persisted in the profession longer than younger, traditionally prepared teachers (Scribner
& Heinen, 2001).
At the same time, schools of higher education and their faculty members
questioned if individuals could teach effectively without the guidance and instruction
teacher preparation programs they provided. At the ground level, teacher unions and
government licensing agencies voiced similar concerns that alternative pathways would
diminish the “professionalism” of teaching (Walsh & Jacobs, 2007, p. 7). Whitford et al.
(2017) found alternative certification teacher preparation programs were generally
viewed negatively when considering student achievement as compared to traditional
teacher preparation programs.
Problem Statement and Purpose of the Study
Lee and Dallman (2008) posited teacher beliefs are interconnected with the
sociocultural contexts of teaching and learning where classrooms are sites of cultural and
social reproduction and must be examined for the ways in which inequality and injustice
are produced and perpetuated. Nieto (1996) defined culture as “values, traditions, social
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and political relationships, and worldview created, shared, and transformed by a group of
people bound together by a common history, geographic location, language, social class,
religion, or other shared identity” (p. 146). Current teacher candidates find themselves
unfamiliar and unprepared for the diverse populations represented in their classrooms
(Ladson-Billings, 2005).
A prerequisite skill to entering the classroom is teachers be knowledgeable about
social and cultural contexts of teaching and learning, which presents a significant
challenge for teacher educators to prepare teacher candidates with the needed skill sets to
succeed with all students. Gay (1993) called for teacher preparation programs to
incorporate pedagogical practices that improved learning outcomes for our diverse
learners: “Preparing teachers to connect meaningfully [with culturally diverse learners] is
the ultimate challenge of teacher education in an ethnically and culturally, pluralistic and
technological complex world” (p. 288). A significant challenge facing the U.S.
educational system is how to prepare and support teachers for diverse students within
their classrooms.
In response, multicultural education has been proposed as a potential solution to
educational inequity (Banks, 2008; Gay, 2000; Ladson-Billings, 2009; Nieto, 2004).
Banks (2008) argued that multicultural education is a way to ensure successful
educational outcomes for students from diverse racial, ethnic, and social-class groups.
While multiple models have been proposed to describe the process of multicultural
education, common models united around basic assumptions (Banks, 2008; LadsonBillings, 1995; Nieto, 2007). Each model contained similar principles including
awareness of difference in self and others, utilizing pedagogy to support the differences,
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and active betterment of inequities within education. The pressure for educators to attain
the knowledge, attitudes and skills necessary to work with learners from diverse groups
while helping all students develop cross-cultural awareness, values, and understanding
has never been so great (Banks & McGee Banks, 2004).
Within the field of multicultural education, culturally responsive teaching (CRT)
incorporates multiple models to support teachers in meeting the needs of all students
(Gay, 2000; Nieto, 2004). Culturally responsive teaching uses cultural knowledge, prior
experiences, frames of reference, and performance styles of ethnically diverse students to
make learning encounters more relevant to and effective for them (Gay, 2000). An area
of continued research is the understanding of how teachers are developing culturally
responsive teaching practices before, during, and after teacher preparation (Martin, 2016).
While much research has been conducted around alternative certification, few
studies moved beyond program design and basic information of alternatively licensed
teachers (Thomas, Friedman-Nimz, Mahlios, & O’brien, 2005) to explore the knowledge,
attitudes and skills of the candidates themselves. Of studies conducted, research explored
the demographics of alternatively licensed candidates (Thomas et al., 2005), reasons
alternatively licensed teachers entered into the field of teaching (Stevens & Dial, as cited
in Thomas et al., 2005), feelings of preparedness by alternatively licensed teachers (Kee,
2012), and the retention of alternatively licensed teachers as it related to factors within
their certification program (Jorissen, 2002). While each of these areas was of importance
to teacher preparation, they failed to explore the lived experiences of alternative
certification teachers that contributed to developing and practicing culturally responsive
teaching.
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Methodology and Rationale
Clandinin and Connelly (2000) pioneered narrative inquiry as a methodology
designed to provide a holistic approach to a chosen phenomenon while exploring both its
depth and breadth. According to Connelly (2007), teaching is a contextual activity
developed from interactions; it is important to capture this experiential knowledge as it is
significant to the field of education. Educational stakeholders including educational
research consumers, future teachers, teacher preparation program faculty and
administrators, school district personnel, and policy makers would benefit from this
research study.
Under the current, historically situated, and sociocultural constructs of their
professional positions and personal understandings, this study explored the perspectives
of alternatively licensed teachers through the telling of their stories and unique vantage
points. The narrative inquiry approach provided an opportunity to gain a deeper
understanding of the participants’ beliefs, experiences, and attitudes. The sharing of
participant experiences allowed for a deeper understanding of the phenomenon from the
perspective of those living it. Using narrative inquiry permitted me, as the researcher, to
understand and analyze the perceptions and experiences of alternatively licensed teachers
through the use of stories. Narrative inquiry provided a space for the individuality of
participants’ stories while acknowledging the impact of culture, family, and institutions
on individual experiences (Johnson & Christensen, 2014). It was my goal to be thinking
with stories, not just thinking about stories (Clandinin, Pushor, & Orr, 2007).
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Inquiry Puzzle
Individuals come to understand who they are and what they do through their lived
experiences. Within narrative inquiry, a research phenomenon arises from a dilemma, or
puzzle, and a continual reformulation occurs through search and re-searching as opposed
to identifying a problem and solution (Clandinin & Connelly, 1999, 2000). The
experiences explored answered “What is the experience of interest to you as a narrative
inquirer?” (Clandinin & Connelly, 2000, p. 124) and “To whom does it matter and how?”
(Lindsay & Schwind, 2016, p. 15). The following research question guided this inquiry
or research puzzle:
Q1

How do alternatively licensed teachers describe and understand their
experiences to becoming a teacher?

From the lens of narrative inquiry, this puzzle allowed for wonderings about
participants’ experiences of family, school, jobs, and society and “how these experiences
interact, whether in tension or in harmony, across time in the creation and shaping of
their stories to live by” (Gates, 2018, p. 29). Within these wonderings existed the
potential for the personal (e.g., appearance, gender, social class, interests, skills, and
beliefs), the social (e.g., family, friends, community, and institutional structures), and
places (e.g., home, school, and workplaces) to influence participants’ telling and retelling
of experiences, their relationships with others and themselves, and of who they were and
who they were becoming. Tensions might have arisen as stories told bumped up against
each other, revealing conflicting identities (Connelly & Clandinin, 1999).
Although qualitative research studies begin with a set of several questions,
narrative inquiry conventionally begins with the researcher framing out an inquiry puzzle
(Clandinin, 2013). This is because the wording of “research questions” tends to carry a
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quality of clear definability and the expectation of a solution. Within narrative inquiry,
the inquiry puzzle remains a work-in-progress as the phenomenon is explored through
various personal, professional, and social justifications (Clandinin & Connelly, 2000).
The use of narrative story telling is a long-accepted qualitative research method
(Bruner, 1996; Clandinin & Connelly, 1991, 1994, 2000; Phillion, 2000). Narrative
inquiry starts with an exploration of experiences through stories related to the research
phenomenon. It is a collaborative process between the researcher and participants
(Johnson & Christensen, 2014). Autobiographical narratives provide the space for
participants to construct personal and professional identity and to capture who they are
through their stories (Clandinin et al., 2007; Wortham, 2001). Participant narratives and
field notes are analyzed through the three-dimensional inquiry space by emphasizing
temporal matters, finding the balance between the personal and the social, and
acknowledging the specific places or sequences of places relevant to the narrative
(Clandinin & Connelly, 2000; Johnson & Christensen, 2014).
A contextualized understanding is an important component of realizing social and
academic equality for all students regardless of class, race, or ability. Social contexts
must be viewed as activities that enable individual participation in a system of practices
based on the cultural, historical, and institutional contexts in which those actions occur.
Teachers’ perceptions of these contexts guide their basis for interpretation of their roles
(Mansour, 2013).
Rychly and Graves (2012) identified three teacher qualities found to be especially
important for culturally relevant teaching. First, teachers should be able to take their
students’ perspectives to understand where their students come from and where they
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stand when preparing curriculum for the classroom. Second, teachers should develop
positive attitudes and beliefs about other cultures as well as be aware of their own
cultural frames of reference. Lastly, teachers should be knowledgeable about the cultures
represented by the students in their classrooms and adjust their teaching accordingly.
To understand this contextualized view of culturally relevant teaching within the
field of alternative teacher preparation, we must first explore the experiences of
alternatively licensed teachers rather than relying on what policy makers, educators, and
researchers might think. To dialogue against, with, and about common perspectives of
teacher preparation is a key step to shifting the perceptions of alternative certification
programs and the teachers licensed through this path. While narrative might have the
power to constrain, narrative inquiry could “provide a compelling tool for wrestling
power from dominant storylines” (Bein & Selland, 2018, p. 87).
Key Terms
Throughout this study, the following key terms were utilized that require a
foundational understanding.
Alternative licensure programs. Field-based programs “designed to recruit, prepare
and license talented individuals who already had at least a bachelor’s degree—and
often other careers in fields other than education” (Feistritzer, 2005, p. 3).
Culturally responsive pedagogy. Using cultural characteristics, experiences, and
perspectives of ethnically diverse students as conduits for more effective teaching
(Gay, 2000, p. 106).
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Culturally responsive teaching. A practice that incorporates pedagogical knowledge,
thought processes, techniques, and skills to help promote successful outcomes for
all students (Gay, 2010; Ladson-Billings, 2009).
Multicultural education. Emphasizes teaching practices that aim to reduce
discrimination and prejudice, provide equal educational opportunities for students
of all cultural backgrounds, and promote social justice for those who have been
traditionally oppressed.
Narrative inquiry. Use of biographical stories as tools to share experiences and
perspectives of individuals as knowledge.
Traditional preparation program. An undergraduate or graduate program that
prepares individuals for teaching through coursework and student teaching while
earning a bachelor’s degree.
Researcher Statement
In narrative inquiry, it is impossible for the researcher to stay silent. Clandinin
and Connelly (2000) highlighted the importance of acknowledging one’s own experience.
I am a White educator who identifies as female. My educational work is driven by a
passion for equity for diverse populations. My interest in sharing the stories of teachers
who have followed the alternative certification path is connected to my own history as an
alternatively licensed educator and special education teacher. In addition to my own path
to certification, I am also a faculty member within an alternative licensure program
through an urban university in the Rocky Mountain region.
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Organization of Dissertation
This chapter provided an overview of the study including a statement of the
problem as well as the purpose and inquiry puzzle. Chapter II introduces the concept of
multicultural education, explores the history of teacher preparation including teacher
education and types of teacher preparation programs, and details the various perspectives
of alternative teacher preparation programs. Chapter III provides the rationale for
conducting a narrative inquiry research design, descriptions of the participants, provides
the methods of data collection, and describes the analysis used with the data. The
findings in Chapter IV represent the participants’ lived stories and are reflective of
previous experiences, feelings of preparation, and future visions. Chapter V discusses the
findings or narrative threads within the narrative inquiry methodology, presents practical
implications and recommendations for future research, and identifies the limitations of
the study.
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CHAPTER II
LITERATURE REVIEW
Research has provided powerful insights into the shaping of our education system.
The following research question guided this inquiry puzzle:
Q1

How do alternatively licensed teachers describe and understand their
experiences to becoming a teacher?

Teacher education programs must address issues of diversity and multicultural education
to effectively prepare teachers for the reality of student diversity in today’s classrooms.
In order to contribute to the improvement of outcomes for diverse students, it is important
to understand the discourse around multicultural education and alternative licensure.
Relevant literature reviewed for this study focused on culturally relevant pedagogy as a
framework within multicultural education, the history of teacher education and types of
teacher preparation programs, and the various perspectives of alternative teacher
preparation programs including experience, preparedness, and retention.
Multicultural Education
Education is said to be equitable when the myriad of teaching practices,
educational policies, and curriculum provide access for all students to participate in high
quality learning regardless of race, socioeconomic status, gender identity, ability,
ethnicity, or linguistic diversity (Skelton & Kigamwa, 2013). This field of study was
designed to increase educational equity for all students through the exploration of various
principles, theories, and paradigms (Banks, 2007; Kitagawa & Nieto, 2000) and
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expanded a vast array of literature. Much of the rhetoric around multiculturalism
emphasized teaching practices that increased student engagement, built positive
relationships, and provided equitable opportunity (Sullivan & Thorius, 2010).
Educational advocates and supporters of multicultural education (Banks, 2008; CochranSmith, 2004) agreed its major goals entailed reducing discrimination and prejudice,
providing equal educational opportunities for students of all cultural backgrounds, and
promoting social justice for those who have been traditionally oppressed. Pai and Adler
(as cited in Kirylo, 2017) identified the specific aims of multicultural education as
1.

the cultivation of an attitude of respect for and appreciation of the worth of
cultural diversity;

2.

the promotion of the belief in the intrinsic worth of each person and an
abiding interest in the well-being of the larger society;

3.

the development of multicultural competencies to function effectively in
culturally varied settings; and

4.

the facilitation of educational equity for all regardless of ethnicity, race,
gender, age, or other exceptionalities. (p. 112)

Multicultural education calls for disrupting culturally normative practices to
support all students’ meaningful access to and belonging within schools and
communities. This perspective moves beyond providing access to general education
curriculum to emphasizing classroom and school spaces where human differences are
expected, and the curriculum assumes diversity and pluralism as starting points for all
students (Oyler, 2011, p. 202). Oyler (2011) proposed a theory of practice consistent
with multicultural education and rejected the view that teaching is ‘simply’ what, when,
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or how teachers do things. In turn, teaching practices encompass how teachers think
about their work and interpret what is going on in schools and classrooms; make sense of
competing agendas, pose questions, and make decisions; form relationships with
students; and how teachers work with colleagues, families, communities and social
groups (Cochran-Smith, 2008, pp. 14-15).
Banks (2008) identified the main goal of multicultural education as the
transformation of schools to be fully inclusive of diverse student populations. Through
inclusive practices, diverse students are able to acquire the skills, knowledge, and
attitudes needed to survive in a racially diverse and complex world. Within multicultural
education, it is important to acknowledge the essential role schools play in eliminating
prejudice, oppression, discrimination, and injustice.
Culturally Relevant Pedagogy
Culturally responsive teachers use the "cultural knowledge, prior experiences,
frames of reference, and performance styles of ethnically diverse students to make
learning encounters more relevant to and effective for them" (Gay, 2000, p. 29).
Culturally responsive teaching is conceptualized as the importance of embedding
students’ cultural backgrounds in every aspect of learning (Gay, 2002; Ladson-Billings,
2009; Nieto, 2009). The significance of incorporating culturally responsive teaching
methods in a diverse learning environment lies in the practice of promoting cultural
acceptance and relevance regarding diverse student populations and urges collective
action grounded in cultural understandings and experiences (Ladson-Billings, 2009).
There is no typical approach to culturally responsive teaching because each student must
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be addressed individually with respect regardless of his or her background (Gay, 2010;
Nieto & Bode, 2008).
The term culturally relevant pedagogy (CRP) emerged in the mid-1990s amidst
dialogue around multicultural education. Culturally relevant pedagogy was most notably
articulated by Gloria Ladson-Billings (1995) who has been credited with coining the
term. Ladson-Billings defined CRP as a pedagogy of opposition specifically committed
to collective, not merely individual, empowerment. Within CRP, students must
experience academic success, develop and/or maintain cultural competence, and develop
critical consciousness through which to challenge dominant norms (Ladson-Billings,
1995). Equity is not seen the same as equal opportunity; rather, equity is giving students
what they need.
A teacher who practices CRP embraces diversity as assets and resources that help
to move between cultures (Delpit, 1995). Gay (1994) emphasized that teachers who did
not see diversity limited their ability to meet the diverse educational and social needs of
their students. Brown-Jeffy and Cooper (2011) defined giving students what they needed
as believing “difference is good, differentiated instruction is essential for some, and CRP
practices can enhance learning” (p. 74). Within CRP, the cultural knowledge students
bring with them to school must be acknowledged, explored, and utilized (LadsonBillings, 1995) and teachers must embrace alternate views of achievement beyond the
standard curriculum that values student sand how they learn best (Brown-Jeffy & Cooper,
2011). To accomplish this, the nature of student-teacher relationships becomes critical in
promoting student learning through care and interaction (Nieto, 1999). Ladson-Billings
(1995) defined student-teacher relationships as “fluid and equitable and extend beyond
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the classroom. [Culturally relevant teachers] demonstrate a connectedness with all their
students and encourage that same connectedness between the students” (p. 25). Rather
than a specific set of strategies or instructional moves, CRP has been identified as a frame
of mind that seeks to benefit and meet the individual needs of diverse students while
equitably educating and engaging all students (Bartholome, 1994; Ford, 2014).
Culturally Relevant Pedagogy within
Teacher Education
The increasingly diverse demographics of public schools call for a sense of
urgency within teacher education programs to prepare preservice teachers to teach from a
framework of equity and excellence (Dyce & Owusu-Ansah, 2016). The field of teacher
education emphasizes the importance of diversity and multiculturalism in the preparation
of teachers (Banks & McGee Banks, 2004; Gay, 2010; Ladson-Billings, 2009); however,
teacher education programs continue to grapple with the task of providing the knowledge,
skills, dispositions, and sensitivities needed to teach in diverse milieus. Whether through
traditional or alternative teacher education programs, preparing teachers for diversity and
equity is grounded within a range of complex realities (Dyce & Owusu-Ansah, 2016).
The understandings teachers have of students are continually filtered through the beliefs,
assumptions, and experiences brought to the classroom (Grant & Sleeter, 2011, p. 10).
People's narratives and stories are important in truly understanding their experiences and
how those experiences reflect their understanding of the way the society works.
Cochran-Smith (1995) worked to create a vision of teaching that better served all
students through “reconsidering personal knowledge and experience, locating teaching
within the culture of the school and the community, analyzing children's learning
opportunities, understanding children's understanding, and constructing reconstructionist
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pedagogy” (p. 500). Teaching diverse populations demands a different set of skills and
abilities and requires commitment to protecting learners and learning. Villegas and
Lucas (2007) furthered the vision of creating culturally responsive teachers through
teacher preparation programs that infused issues of diversity throughout as opposed to
preparing teaching for diverse classrooms through stand-alone multicultural education
courses.
Teachers’ multicultural attitudes are an important factor in successfully teaching
multicultural classrooms. Teachers bring their own cultural attitudes, hopes, and beliefs
to the classroom along with their own prejudices and misconceptions (Dubbeld, Hoog,
den Brok, & de Laat, 2019). In light of limited training to teach multicultural classrooms,
teachers must rely on personal experience as a source of knowledge (Dubbeld et al.,
2019).
The context of teacher education is constantly changing. Teacher preparation is
situated within a system heavily influenced by social, historical, and political mandates.
Over the past 40 years, the ways in which teacher cognition has been conceptualized
within education research have shifted dramatically (Johnson, 2006). In the mid-1970s,
research emphasized the correlation between teaching behaviors and the student
outcomes they produced while teacher education focused on mastery of the content to be
taught and delivery methods that could lead to greater gains in student achievement
(Hunter, 1982). In the mid-1980s, cognitive learning theories shifted the focus of
research to consider what teachers actually knew, how that knowledge was applied, and
the impact on instructional practices (Shavelson & Stern, 1981). Once research began to
uncover the complexities of the thinking within teaching, teacher educators could no
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longer ignore “teachers’ prior experiences, their interpretations of the activities they
engage in, and, most important, the contexts within which they work are extremely
inﬂuential in shaping how and why teachers do what they do” (Johnson, 2006, p. 236).
When considering teacher preparation, the micro (school) and the macro (society,
cultural, political settings and beyond) do not exist within isolation. According to De
Abreu (2000), “The relationship between the macro and the micro contexts is not a oneway process, where the social and cultural (macro) context is the sole determinant of
individual actions at micro levels, but a dialectic one” (p. 2). At an individual level, the
ideologies and beliefs in society largely influence teachers, school leaders, and other
educators who act on these beliefs regardless of whether or not they agree with them.
History of Teacher Education
While the first known schools in the United States were established in the mid17th century, teacher preparation programs were not founded in the United States until
the early 19th century. The mid-1800s brought an educational movement that provided
increased access to schooling accessibility, broadened the curriculum, and created
expectations around the norms for teaching practice. The common school movement, as
it came to be known, provided opportunities for children from different backgrounds to
common educational experiences. During this time, teacher education programs,
emphasized content domain, pedagogical methods, class management, moral character
development, and field experience, which was required in almost all training programs
(Nguyen, 2018; Whitford & Villaume, 2014).
While preparation during this period occurred within “normal schools,” an
increase in demand for teachers led to the development of the teacher institute, an
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alternative path for teacher education. These institutes provided shorter curricula than the
normal schools with the duration lasting anywhere from a few days to a few months. In
comparison to current teacher schools, the teacher institutes provided teaching during the
summer months and lacked on-the-job training in the classrooms. In 1870, the American
Normal School Association attempted to establish consistency across all teacher
preparation programs (Schneider, 2018). The proposition included common professional
coursework that was delivered over the course of a two-year program of study. Although
the various preparation programs struggled to agree upon commonalities, the use of
subject matter tests for credentialing became a widely known practice, eventually shifting
from local tests to standardized examinations created at the state level (Angus, 2001;
Schneider, 2018; Whitford & Villaume, 2014).
By the 1920s, for the most part, teachers were required to earn a license upon
completion of a certified program. While alternative programs still existed, they were
rapidly being phased out in favor of a unified body and process. Throughout this time,
training requirements continued to increase and a significant number of teachers attended
at least four years of college. In the mid-1950s, the National Council for the
Accreditation of Teacher Education (NCATE) came to be the governing body overseeing
the process of teacher education, which no longer allowed teachers to opt-out of
preservice training (Schneider, 2018). While many supported the changes in teacher
education, critics saw the approach as limiting in its rigidness. The Master of Arts in
Teaching (MAT) program and Teacher Corps were proposed options that would increase
flexibility and provide additional entryways to teaching (Schneider, 2018). The latter
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part of the 20th century saw a push for deregulation and an increase in alternative means
through which individuals could become licensed.
The aim of teacher education accreditation in the United States has always been to
ensure institutions provide a quality teacher education program. However, the standards
movement of the late 1990s shifted the emphasis from input of knowledge and
understanding to demonstrated performance. Throughout this time period, questions
included what teacher candidates needed to know and be able to do in order to be
considered effective. In addition, teacher candidates had to demonstrate competency
through their performance. The focus was on the teacher as quantifiable, making it easier
to compare teachers to each other and increase accountability (Buchanan, 2015;
Hoewook & Hyunjin, 2010; Zeichner, 2014).
Types of Teacher Preparation
Traditional teacher preparation typically awards undergraduate students who have
no prior teaching or work experience with a bachelor’s degree. In contrast, alternative
teacher preparation programs are primarily designed to support non–education majors
who are already teaching in classrooms as they participate in accelerated preparation
courses. Further distinguishing the difference between the two programs, traditional
preparation programs provide pre-service teachers with supervised access to teaching
students while alternative preparation programs generally provide in-service teachers
with full access to teaching students (Whitford et al., 2017). While alternative methods
for preparing teachers were not new, an explosion of alternate platforms for preparing
teachers occurred in 1994 (Wilson, 2014; Zhang & Zeller, 2016). More recently, the U.S.
Department of Education has favored alternative certification as a response to the dual
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demands of improving teacher quality and increasing the teacher supply (Humphrey,
Wechsler, & Hough, 2008; Zhang & Zeller, 2016).
Alternative teacher preparation programs might include institutes of higher
education, state and local education agencies, and other approved organizations (such as
Teach for America) while only institutes of higher education offer traditional teacher
preparation programs (U.S. Department of Education, 2015). When considering
institutes of higher education, approximately one-third offer both traditional preparation
programs and alternative preparation programs with approximately 18% of teachers
entering the profession through an alternative licensure certification (National Center for
Education Statistics [NCES], 2018). In addition, the percentage of racially and ethnically
diverse public school teachers who enter the field of teaching are generally higher in an
alternative license certification than among those who enter through a traditional route.
Studies conducted by the NCES (2018) reflected 33% of teachers who enter the field of
education through an alternative licensure pathway are ethnically and racially diverse,
whereas roughly 17% of those teachers who enter the field of education through a
traditional certification path are ethnically and racially diverse.
Perceptions of Teacher Preparation
To meet the standards for high achievement by all students, novice teachers are
required to be more skilled than in the past (Boyd, Grossman, Lankford, Loeb, &
Wyckoff, 2006). In recent years, questions have arisen about the extent to which teacher
education makes a difference in preparing teachers for effective practice. This
questioning of the effectiveness of teachers has led to numerous research studies
exploring the differences between traditional teacher preparation programs and
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alternative teacher preparation programs (Darling-Hammond, Chung, & Frelow, 2002;
Darling-Hammond & Sykes, 2003; Humphrey et al., 2008).
Level of Experience
Alternatively licensed teachers generally do not experience the full extent of
teacher preparation before entering the classroom. Their program experiences are
shortened, lacking in pedagogical training and supervised field experiences when
compared to colleagues who received licensure through traditional teacher preparation.
Training and experiences that are a part of traditional preparation programs have been
linked to producing teachers with higher satisfaction (Darling-Hammond et al., 2002;
Freytag, 2002; Jorissen, 2002).
Opponents of alternative teacher preparation programs claim teachers who enter
the profession with limited pedagogical skills place students at a disadvantage. Through
ongoing research, Darling-Hammond (2000) identified student achievement as directly
linked to teacher qualifications. Darling-Hammond stated teachers who possess full
certification, along with a major in their field of instruction, have students who
significantly outperform students who have teachers lacking full teaching credentials.
Darling-Hammond identified full certification as being received through a traditional
teacher preparation program. Additional research reflected teachers who began
instructing students prior to being fully credentialed struggled with an understanding of
pedagogy, classroom management, instructional strategies, students’ social and academic
developmental issues, and overall awareness of classroom practices (Freytag, 2002; Nagy
& Wang, 2007).
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Proponents of alternative certification teacher preparation programs recognized as
the demand for public education increased in this country, thousands of schools were left
without access to teachers, let alone qualified, skilled teachers. Alternative licensure
programs address the urgent need for teachers while also creating a network that has the
potential to bring about systemic change (Figueroa, 2018). Proponents pointed out that
while alternative licensure programs had been criticized for a lack of pedagogy-related
coursework and limited field-based experiences, traditional preparation programs had
also been criticized for lacking content-specific expert guidance (Whitford et al., 2017).
In addition, a study conducted by the Institution of Education Sciences (2009) found no
statistical difference in student achievement between traditional and alternatively licensed
teachers as well as no evidence to corroborate the length or content of the teacher
preparation coursework with teachers’ overall effectiveness.
Preparedness
Empirical evidence between traditional and alternative preparation programs
tends to be disjointed and makes it hard to identify any clear trends for or against
alternative routes versus traditional teacher education (Wilson, 2014); however, concerns
existed around how a lack of specialized training prior to entering the occupation should
not be compromised and “to do so endangers our children's education and jeopardizes the
future of collegiate teacher-preparation programs” (Freytag, 2002, p. 59). Teachers who
enter the field through alternative licensure programs complete a preparation program or
the specialized training aforementioned while teaching in classrooms with concerns
arising around having “under-equipped instructors who have been exposed to an
enormous breadth of information with no depth” teaching students (Freytag, 2002, p. 57).
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Without extensive support, alternatively licensed teachers might struggle with discipline,
lesson planning, student interaction, assessments, and instructional strategies (DarlingHammond, 2000) while teachers who professed to have received sufficient preparation
for the classroom were more likely to be self-efficacious in their classrooms (Giallo &
Little, 2003). Unfortunately, after being hired, alternatively licensed teachers are often
left to fend for themselves without proper support and mentoring (Nagy & Wang, 2007).
When it came to effective teaching practices, concerns suggested teachers who
had no prior teacher preparation lacked an understanding of how to represent the subject
matter. The Center for Teaching Quality (2006) emphasized that highly qualified did not
always ensure high-quality. Without an understanding of pedagogy, the belief was
teachers eventually fell back on traditional instructional strategies they had been exposed
to as students, strategies deemed to be idiosyncratic and ill-suited (Wilson, Floden, &
Ferrini-Mundy, 2002).
Retention
Teacher retention has been an ongoing concern within the field of education as
teacher shortages continue to be a growing challenge. As recent as 2017-2018,
projections reflected a demand for approximately 300,000 teachers with only 180,000210,000 teachers available to fill this demand (Sutcher, Darling-Hammond, & CarverThomas, 2016). Given the limited supply of teachers, retention is of the utmost
importance.
Retention is often impacted by reasons teachers enter into the profession (Easley,
2006). While there is a wide range of reasons teachers enter into the field of education,
moral importance and career surfing are two reasons associated with alternative licensure
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teachers. Moral importance includes viewing education as a vehicle for social change, as
a meaningful career choice, as important in life, and as an opportunity to work with
children. Individuals might also enter into the field of education in response to corporate
downsizing, seeking job security, or exploring a different job than what they previously
experienced (Easley, 2006, p. 244).
Early studies reflected teachers trained through traditional preparation programs
had a higher retention rate than those trained through alternative preparation programs
(Haj-Broussard et al., 2016). While attrition might vary by teacher subpopulations,
Sutcher et al. (2016) found teachers with little preparation tended to leave at rates two to
three times higher than those who received comprehensive teacher preparation prior to
entering the classroom. In addition, most teachers listed some type of dissatisfaction as
very important or extremely important in their decision to leave the profession (Sutcher et
al., 2016).
Alternatively licensed teachers have been labeled as those who “will opt to leave
the field rather than struggle to help students they were never sufficiently prepared to
serve” (Freytag, 2002, p. 57). As previously stated, alternatively licensed teachers
generally do not experience the full extent of teacher preparation before entering the
classroom. Freytag (2002) found the level of preparation received prior to entering the
classroom was linked to a teacher’s overall satisfaction with teaching and, ultimately,
their decision to continue on in the profession, contributing to already heightened
concerns around teacher retention. This perspective, as indicated in contemporary
research literature and reflected in a teacher’s sense of preparedness, was impacted by the
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amount of prior classroom experience and could influence their decision to stay within
the field of education moving forward (Darling-Hammond et al., 2002; Zientek, 2007).
Various perspectives on alternative teacher preparation have provided context to
what influences the development of preparation programs and, thus, the experiences of
teacher candidates to becoming teachers. Popular discourses are reinforced in light of a
lack of teacher voice within the research as evidenced by the limited amount of research
conducted exploring the perceptions, or experiences, of alternatively licensed teachers.
This literature review provided an overview of multicultural education and culturally
relevant pedagogy, a review of the history of teacher education and types of teacher
preparation programs, followed by an exploration of the various perspectives of
alternative teacher preparation programs, and laid the foundation for exploring the
experiences of alternatively licensed teachers.
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CHAPTER III
METHODOLOGY
Clandinin and Connelly (2000) defined narrative inquiry as
a way of understanding experience. It is a collaboration between researcher and
participants, over time, in a place or series of places, and in social interaction with
milieus. An inquirer enters this matrix in the midst and progresses in the same
spirit, concluding the inquiry still in the midst living and telling, reliving and
retelling, the stories of experiences that make up people’s lives, both individual
and social. (p. 20)
In narrative inquiry, meaning is created through participant experiences as told
and re-told through their stories (Clandinin & Connelly, 2000). This research study
identified meaningful outcomes that were significant to the participants and the field of
education (Clandinin & Connelly, 2000). The study captured the stories of individuals
licensed through alternative certification programs and their experiences in becoming a
teacher. Subsequent narratives, created out of the participant experiences, were
considered within the culturally responsive pedagogy framework and in light of the
common perspectives existing within the literature on teacher education.
This chapter begins with an explanation of the narrative inquiry approach and is
followed by a rationale to support the appropriateness of this approach in gaining a
deeper understanding of the experiences of teachers licensed through alternative
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preparation programs. Finally, strategies to ensure trustworthiness of the research are
explored.
Narrative Inquiry Research
Qualitative research explores and interprets the lived experiences of participants.
While there are a number of qualitative approaches, including phenomenology,
ethnography, case study, and grounded theory, narrative inquiry begins through an
exploration of the research puzzle as it relates to an experience rather than in comparative
analysis (Clandinin & Connelly, 2000, pp. 127-128). Narrative inquiry provides a way to
gather ideas about who people are and their view of themselves through retelling of their
experiences.
John Dewey (1938/1997) provided criteria of experience where educative
experiences are built on continuity and interaction. The first criterion, continuity, is the
belief that experiences grow out of previous experiences and lead to new experiences.
Continuity expresses the idea that experiences are more than independent events
occurring sequentially but exist along a continuum such “that every experience both takes
up something from those which have gone before and modifies in some way the quality
of those which come after” (Dewey, 1938/1997, p. 35). Interaction, a second criterion of
an educative experience, references the external objective conditions of an experience as
it impacts and changes the internal subjective conditions of the person having the
experience. It is through internal and external interactions that a new “situation” is
formed (Dewey, 1938/1997, p. 42). Each new situation creates with it new internal
conditions, thus bestowing upon subsequent experiences what has come before. With the
progression of each subsequent experience, a person is becoming new. It must also be
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recognized that “all human experience is ultimately social, that it involves contact and
communication” (Dewey, 1938/1997, p. 38).
Clandinin and Connelly (2000) placed Dewey’s foundational thinking of
experience within their three-dimensional inquiry space: temporality (continuity) along
one dimension, the personal and social (interaction) along the second dimension, and
place (situation) along the third dimension (p. 50). Within this three-dimensional inquiry
space, Clandinin and Connelly (2000) further identified four directions: inward, outward,
backward, and forward. Inward incorporates the “feelings, hopes, aesthetic reactions, and
moral dispositions” (Clandinin & Connelly, 2000, p. 50) a participant experiences
through the retelling of stories. The outward direction considers external conditions that
exist in relation to the environment. Backward and forward refer to temporality or the
nature of having a relationship with time. Events do not happen as a single moment in
time but have a past, present, and an implied future. Within narrative inquiry, to do
research into an experience is “to experience it simultaneously in these four ways and to
ask questions pointing each way” (Clandinin & Connelly, 2000, p. 50). Narrative
inquirers acknowledge the principle of continuity of experience rests by understanding
our lives are always in process and, therefore, we cannot make generalizations about
experiences or dissect and reduce them to categories.
Amidst this uncertainty, the narrative inquirer must engage in the inquiry through
“the stories of experience that make up people’s lives” (Clandinin & Connelly, 2000, p.
20). Narrative inquirers see stories as a means through which the researcher and
participant gain access to the complexities of experience.
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Rationale for Methodology
In narrative inquiry, researchers create meaning of participant experiences
through telling their lived stories, providing a holistic exploration of the chosen
phenomenon (Lindsay & Schwind, 2016). Narrative inquiry as a methodology provides
the researcher and participant with a transparent view of experience without being
confined within the research. The researcher and participant have the capacity to
negotiate and renegotiate as the needs of those involved and the needs of the inquiry
develop and reveal themselves. It does not limit an experience based on presupposed
ideas; rather, it seeks to understand the particularities of human experiences.
In the case of this inquiry, this flexibility provided a space for me as the
researcher and my participants to move beyond an inquiry of how alternatively licensed
teachers described and understood their experiences to becoming a teacher and into a
space where being a part of an alternative certification program was only aspect of the
participants’ life experiences. In other words, narrative inquiry provided an opportunity
to pull back and view the wholeness of the participants’ experiences through the threedimensional narrative inquiry space their lived and told stories expressed.
During the literature review for this study, limited research was found reflecting
the experiences of alternatively licensed teachers. I entered into the narrative inquiry
study in hopes of creating meaning significant to the field of teacher education as
opposed to identifying knowledge more limited in scope (Clandinin & Connelly, 2000).
A strong link exists between teacher education and narrative inquiry as “teacher
education is inextricably linked to teachers’ lives and narrative inquiry studies lives in
motion” (Craig, 2011, p. 20). Narratives provided space for teachers to reflect on the
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complex interplay between experiences that occurred outside of the classroom and were
filled with “knowledge funneled into the school system” and experiences that occurred
within the classroom where “teachers are free to live stories of practice” (Clandinin &
Connelly, 1998, p. 151).
Recent research studies that have explored teacher perspectives around teacher
preparation have focused on the effectiveness of the program (Alles, Apel, Seidel, &
Sturmer, 2019; Sparks, 2019), have been captured through the use of metaphors (Craig,
2019), and have been considered through the lens of race and ethnicity (Davis, 2019;
Oloo & Kiramba, 2019). Ladson-Billings (1998) identified people's narratives and
stories as one of the major principles important in truly understanding their experiences
and how those experiences might represent confirmation or counter-knowledge of the
way the society works (p. 219). My participants came into the inquiry space in the midst
of their own lives and while I brought my research puzzle and related wonderings to the
inquiry, I had to also bring an awareness of and openness to the understanding my
participants might bring their own puzzles and wonderings to the inquiry space.
Research Context
A central element in narrative inquiry, as in other forms of inquiry, is the
justification—the reasons why the study is important. The lens through which this
justification took place included the personal, the practical, and the social. This study
began with the personal connection, moved to the professional perspective, and ended
with a consideration of the social. Each of these components was “mutually informing,”
shed light on, and deepened the understanding of the inquiry puzzle. The personal, the
professional, and the social justifications were not analyzed in isolation or within a
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hierarchical process but rather as more of concentric circles (Lindsay & Schwind, 2016,
pp. 15-16).
Personal Justifications
Clandinin and Connelly (2000) identified “research interests come out of our own
narratives of experience and shape our narrative inquiry plotlines” (p. 121). This is why
narrative researchers begin our inquiries with the writing of our own narrative
beginnings. Through this writing, we are able to clarify our own inquiry interests and
how to justify them in personal terms (Clandinin & Connelly, 2000, p. 122). Clandinin
(2013) suggested narrative inquirers begin with personal justifications for research,
“justifying the inquiry in the context of their own life experiences, tensions, and personal
inquiry questions” (p.36). My own personal justification stemmed from the feelings I
had early in my career of not being adequate and then revisiting these thoughts as I began
my doctoral journey.
Practical Justifications
In addition to the personal justification, the practicality of the study and insight
gained influenced both my own thinking and others’ practices. For teachers to create
educative experiences, they must know and come to understand how their own lives
influenced the decisions made to respond to the needs of their particular students. Within
teacher education, we must come to understand that alternative licensure teachers have
different facets, nuances, and complexities than those of their traditional preparation
peers. With this study, I hoped to enhance capture of this understanding to contribute to
the field of teacher preparation.
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Social Justification
The final justification considered how this study might address social and
educational issues. In this inquiry, I sought to emphasize the many complexities and
tensions of lived experiences within alternative licensure teachers. It was my intent to
provide additional insight and understanding to the dominant stories told and lived out. It
was my hope this research might lead to an educative experience of its own.
Within the overall context of this inquiry, the personal justification situated me, as
the researcher, within the study while the practical and social justifications provided
answers to the questions of ‘so what?’ and ‘who cares?’ (Clandinin et al., 2007).
Methods
Participants
I hoped to include four participants who obtained their teaching credential with an
emphasis on special education through an alternative teacher preparation program.
Higher education institutions were emphasized as opposed to local education agencies or
for-profit organizations as institutions of higher education produce over two-thirds of
teachers licensed through alternative preparation programs (U.S. Department of
Education, 2015). In addition, programs such as Teach for America were avoided as they
were often seen as recruitment programs rather than teacher certification programs
(McKibbin, as cited in Zeichner & Schulte, 2001). While the participants sought for the
study were licensed as special education teachers, their experiences within the special
education classroom were not emphasized as the scope of this inquiry was to explore
their overall experiences of becoming teachers.
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As a faculty member for an alternative licensure program, I used network
sampling to seek participants who graduated from alternative licensure teacher
preparation programs. Network sampling provided “knowledge of potential cases from
people who know people who meet research interests” (Glesne, 2016, p. 51). Through
my work as a faculty member at an urban university, I had the opportunity to make
connections with faculty from various universities that also offer alternative licensure
programs in the field of special education. Once approval was received from the
University of Northern Colorado’s Institutional Review Board (see Appendix A), I
contacted professors and directors at universities within the Rocky Mountain region to
seek out recommendations for potential participants who fit the requirements. To avoid
potential influence for participants who graduated from the university where I currently
worked, I did not seek participants who were affiliated with my current university.
Finally, as no interviews or observations were conducted on school grounds, approval
from school districts where the participants taught was not required.
After reaching out to my colleagues, I quickly heard back from five potential
participants. The responding teachers represented three separate institutions of higher
education through which they received their teaching license; however, three were from
the same university. It was important that I had participants from differing programs in
order to create space between their overall experience to becoming a teacher and the
narrow scope of a singular program. Of the three participants who graduated from the
same program, I had a previous working relationship with one and decided to avoid any
potential bias or influence by moving forward with the two participants I did not
previously know.
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All participants held bachelor’s degrees in a field of study other than education
and were at least one year removed from the completion of their alternative licensure
program and no more than five years from completion. Early studies reflected teachers
trained through traditional preparation programs had a higher retention rate with a
significant number of alternatively licensed teachers stepping away from the field in the
first five years (Redding & Smith, 2016). By studying participants within the first five
years of teaching after their program completion, my research ensured the participants
were not too far removed from the experiences within their teacher preparation program
but no longer in their initial years of teaching, which carried a different set of
experiences.
As the relationship between a researcher and the participants is fluid throughout
the inquiry process, so must be the ethical considerations. To ensure ethical
responsibility, approval was received for conducting research through the University of
Northern Colorado’s Institutional Review Board (see Appendix A) and a care for ethics
was maintained throughout the course of the study. Participants’ anonymity was
maintained through the use of pseudonyms for names and program descriptors that could
be used for identification purposes. After making initial contact with each of the
participants, a time was scheduled to discuss the research study. This provided an
opportunity for participants to gain an understanding of their commitment as well as to
ask questions related to the overall process. After the initial conversations, each
participant agreed to move forward with the inquiry and provided signed consent forms
via email (see Appendix B).
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Within my narrative inquiry, it was important to remember that as the researcher,
my stories were lived alongside the stories of my participants. While each participant
entered the field of inquiry in the midst of living their story, I kept in mind their lives did
not begin the day I arrived nor ended when I left (Clandinin & Connelly, 2000, pp. 6364). Over the course of the study, it was important to respect how creating an awareness
of a participant’s past could impact their future. Clandinin and Connelly (2000)
discussed the challenges of negotiating the relationship between the researcher and
participants. Throughout the course of the study, the participants remained to be seen as
the first audience where the research texts composed would not “rupture life stories but
sustain them” (Clandinin & Connelly, 2000, p. 174).
Keira was an assistant principal of instruction at a charter school in a large
metropolitan area. Keira had just finished her fifth year in education and had spent all
five years at the same school. Jack was a special education teacher who worked for a
smaller school district just outside of a large metropolitan area. Jack split his time
between working with mild/moderate needs students at the sole high school in the district
and working with students aged 18-21 at the special education transition program for
students who had graduated high school but had not yet aged out of special education.
Jack had also been at the same schools as when he began his teaching career three years
prior. Chase had worked as a special education teacher for the past two years supporting
students with mild/moderate needs at a local charter school. He was in the process of
beginning work as a part-time special education teacher and part-time athletic director for
a district high school in a neighboring school district. The final participant, Jake, was a
special education teacher who worked for a smaller school district just outside of a large
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metropolitan area. Jake split his time between working with mild/moderate needs
students at the sole high school in the district and working with students aged 18-21 at the
special education transition program for students who had graduated high school but had
not yet aged out of special education. Jake had also been at the same schools where he
began his teaching career three years prior.
All participants were licensed through an alternative certification program. Two
of the three programs included an in-person summer seminar course that prepped students
for the start of their year; all three programs were completed fully online and were
intended to be completed within a school year. Each of the participants participated in
targeted course work toward earning their degree as well as coaching for their work in
their classrooms.
From Field Texts to Research Texts
Field Texts
Within narrative inquiry, there is a lot of back and forth movement. Data, or field
texts, encompass fragments gathered together to construct representations of experience
(Clandinin & Connelly, 2000; Lindsay & Schwind, 2016). Data for this research study
included field texts consisting of autobiographical writing, interviews, and field notes.
Observations were not conducted as the research question aimed to explore the
participants’ experiences of becoming a teacher and who they were as a teacher rather
than emphasize their experiences within the classroom.
Upon finalizing my participants, I made an initial contact via video or phone to
discuss the purpose of the research. The field of research included an “ongoing relational
inquiry space” (Clandinin & Caine, 2013, p. 193) where the participants and I came
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together to share stories of experience. Over the course of our time together, I as the
researcher worked to ensure our conversations took place in an emotionally comfortable
space. By the end of the inquiry process, I had met with each participant four times for
the research conversations and engaged in additional discussions via email for
negotiating the interim research texts, or narratives, and final research texts created to
reflect our conversations.
During my first interaction with each participant, I shared my purpose for
conducting a study around alternative licensure teachers while sharing components of my
personal story. This was an intentional first step to begin to build relationships with the
participants. Through inviting them into my experience, I hoped to create trust and a
space for feeling comfortable to share their own stories. In addition, I provided guidance
for creating an autobiographical writing to capture their journey to becoming a teacher.
These writings set the context for retelling their experiences through oral history
interviews conducted at later times. The autobiographical writings provided the
participants with the opportunity to ground themselves in potential social and cultural
influences within their lives (Clandinin & Connelly, 2000). Connelly and Clandinin
(1988) suggested autobiographic narratives as ways to better understand a person through
observations as time passes (p. 34). The participants responded to the prompt: Create an
autobiography that tells your story of becoming a teacher.
Following the written autobiographies, audio (or video) recorded oral history
interviews, lasting approximately 45-60 minutes, further captured the participant stories
in an autobiographical way (Clandinin & Connelly, 2000). Within the narrative inquiry
process, structured interviews are the least common approach as they are seen to be non-
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relational (Clandinin & Connelly, 2000, p. 94). To account for this challenge, the
interviews were conducted as staged encounters centered around common perspectives
within contemporary literature: experience, preparedness, and retention (see Figure 1). I
created the term staged encounters to describe my interview process, i.e., to stage
something is to plan, organize, or arrange in advance while an encounter is an unexpected
or casual meeting. Throughout this study, staged encounters and interviews are used
interchangeably (see Appendix C for Interview 1, Appendix D for Interview 2, and
Appendix E for Interview 3).

Figure 1. Interview process.

Clandinin and Connelly (2000) found the way in which an interviewer acted,
questioned, and responded within an interview influenced the relationship between the
researcher and participant and interviews often turned to conversations. Given this
context, I approached interviews with the participants through the lens of a staged
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encounter where topics were planned in advance in order to support the conversation.
For each of the participants, guiding questions were identified through coding each of the
field texts (autobiographies and staged encounters) and field notes upon their completion.
Each conversation was digitally recorded and then transcribed verbatim by either
a transcription service or myself. The autobiographies, the transcripts, and my field notes
became the field texts for this inquiry. These field notes were descriptive, written
accounts of the interviews (Merriam & Tisdell, 2016) and included reflections on my
conversations with the participants. The field notes were used as a tool to “experience
the experience” and captured ideas, reflections, and patterns as they emerged (Clandinin
& Connelly, 2000; Glesne, 2016). I captured my field notes in an electronic journal
throughout the research process and housed them in a document separate from my
transcripts. Initial notes were captured as I read the autobiographies and questions were
formulated through my responses to the participant’s writings. The field texts were
uploaded into N-vivo software verbatim. I coded the autobiographies, transcriptions, and
field notes for ideas to support each staged encounter and to identify additional questions
to help further dive into the experiences of the participants. While the initial narrative
codes included characters that appeared and places where actions and events occurred,
the codes shifted over time as gaps became apparent and tensions emerged (Clandinin &
Connelly, 2000, p. 131). This same process occurred after each of the staged encounters
to identify topics and guiding questions for the following staged encounter or final
follow-up. After the final staged encounter was completed, I again transcribed and coded
the transcripts and field notes in N-vivo. To negotiate my exit at the end of each staged
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encounter and from the final inquiry space, I ended each interview asking participants if
they had any additional thoughts or stories of experience they wanted to share.
Throughout the interview process, it was important for me to listen attentively to
participants, to paraphrase what was heard, and to ask clarifying questions to ensure
understanding and dig deeper into what each participant had to share about my inquiry
puzzle (Clandinin & Connelly, 2000; Lindsay & Schwind, 2016). The interviews were
transcribed from the audio or video recordings and shared with participants prior to the
start of the next staged encounter and after the final conversation so the narrative being
constructed could be affirmed, challenged, and extended (Lindsay & Schwind, 2016, p.
15). By providing the participants with the transcripts, they had the opportunity to
continue to move in and out of their stories while further exploring their experiences
within the next staged encounter (Clandinin & Connelly, 2000).
To ‘experience an experience’ provided me with the opportunity to deepen my
understanding of the participants lived stories and make meaning of the experience.
Within the research study, the autobiographical writings, interviews, and field notes were
collected as field texts to address both personal and social issues. The field notes
provided me with the opportunity to reflect on and move their stories from
autobiographies and interviews to narratives or interim research texts (Clandinin &
Connelly, 2000, p. 79). The field texts were positioned within the three-dimensional
space to consider knowledge claims and to account for making meaning while attending
to the temporal, social, and personal interactions and context.
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Interim Research Texts
After conducting all of the interviews and follow-up conversations with the
participants, I began the process of composing interim research texts or narratives. A
narrative account is a retelling of the participants’ stories within the inquiry space.
Within this space, I did not stand outside looking in; rather, I became a part of the
experience of living, telling, retelling, and reliving each participant’s experiences (Huber,
Caine, Huber, & Steeves, 2013) through listening and re-listening to conversation
recordings, reading and re-reading transcripts, and revisiting my field notes.
Throughout the process of revisiting the participant stories, it was important for
me to stay mindful of the inquiry puzzle that brought me to my research and the threedimensional narrative inquiry space created within the participants re-telling of
experiences. Conversations with a colleague helped remind me of the need to look for
the stories “at the edges” (Downey & Clandinin, 2010, p. 392) and to recognize my own
influence on the inquiry.
As I began to negotiate the field texts along with my initial coding, I struggled to
move beyond the narratives as chronological to see them as interconnected within the
participants’ lived experiences. Clandinin and Connelly (2000) introduced the use of
metaphors as helpful in the creation of narrative form (p. 161). Lakoff and Johnson
(1980) asserted metaphor is more than a characteristic of language or “matter of words”
(p. 3) and positioned metaphor as pervasive in everyday life, existing within language,
thought, and action. As I moved toward the interim research texts or narratives,
conventional metaphors offered an approach to understanding the inquiry for each
participant. The use of orientational, structural, and ontological metaphors provided a
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lens through which to examine the participants’ experiences. An orientational metaphor,
as defined by Lakoff and Johnson (1980), organizes a system of concepts with respect to
one another through spatially driven ideas such as up-down, in-out, front-back (p. 14).
Within the grounding of these ideas through a physical sense, culturally accepted
conceptions have emerged such as the idea of ‘up’ to reflect ‘good’ and ‘down’ to reflect
‘bad.’ Lakoff and Johnson described structural metaphors as occurring when “one kind
of thing is understood and experienced in terms of another” (p. 5). Structural metaphors
are commonly used to connect our experiences with one object to help us structure
another concept (Ernst, 2011). Examples of structural metaphors are found in statements
such as ‘time’ is ‘money.’ The final metaphor asserted “our experiences with physical
objects (especially our own bodies) provide the basis for an extraordinarily wide variety
of ontological metaphors” (Lakoff & Johnson, 1980, p. 25). Ontological metaphors serve
to understand experiences through ways in which people view activities, emotions, ideas,
and other concepts.
Using metaphors as an additional layer of coding provided the opportunity for the
stories of my participants to come alive. Orientational, structural, and ontological
metaphors highlighted the movement that existed within the participants’ narrative space
through which I could make meaning of their lived stories. As I analyzed the field texts,
Keira’s and Elle’s narratives took on an orientational perspective, John’s narrative was
ontological, and Chase’s narrative was structural. Keira’s field texts reflected a forward
movement as reflected by the many upward metaphors while Elle’s field texts were
reflective forward movement but using the lens of through. For Keira, her forward
movement was one of consciousness and rationale while Elle’s was one of overcoming.
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By weaving together the fragments of their stories, I was able to create an image
of the participants’ experiences of becoming teachers and their stories to live by in
narrative form (Huber & Clandinin, 2005). Creating the interim research texts became a
labor of love—a space for me to capture their voices. In the creation of their narratives, I
felt great pressure to honor their voices and to provide a space to be heard as opposed to
telling their stories for them. Interim texts were shared with the participants to negotiate
the lived experiences together (Clandinin & Connelly, 2000). As I turned the interim
research texts into final research texts, I felt a great responsibility to not lose their voices
amongst the literature and my own experience within the inquiry space. Clandinin (2013)
explained the process of moving from field texts to interim texts to final research texts as
“a complicated and iterative process, full of twists and turns...narrative inquirers continue
to live in relational ways with participants, although in less intense ways, throughout the
process of moving from field texts to research texts (p. 49).
Throughout this process, narrative researchers must negotiate a new way of being
in relation with the participants. Clandinin and Connelly (2000) acknowledged the fight
narrative researchers have against the desire to let field texts speak for themselves and the
need to attend to the meanings and social significance that arose out of the narratives.
Final Research Texts
“Narrative inquiry always has purpose, though purpose may shift, and always has
focus, though focus may blur and move” (Clandinin & Connelly, 2000, p. 115). When
creating the final research texts, it was important to attend to the moments of tension
within the stories the participants shared with me. Clandinin, Murphy, Huber, and Orr,
(2010) found tensions helped “identify, inquire into, and represent the narrative threads
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that lived within individuals’ storied lives” (p. 83). Narrative threads provided ways of
looking at experiences “as a whole while not fragmenting experiences into themes”
(Genoway, Caine, Singh, & Estefan, 2016, p. 435). When creating the final research
texts, it was important to attend to the many layered narratives at work within the inquiry
space and to position these research texts theoretically.
As I looked back on my initial literature review, the stories told by my
participants required an additional exploration of the literature to identify relevant
concepts and trends. Throughout the inquiry process, field texts (including the
autobiographies, interview transcriptions, and field notes) were read and reread to
construct an account of the experiences and how they evolved over time. I found my
initial review of literature related to alternative licensure programs too narrow in scope.
As I considered the edges of my participants’ stories, coupled with the tensions they
experienced, I looked toward literature reflective of cultural contexts within teaching and
teacher preparation. Restorying, retelling, and reliving experience became necessary as
competing and, at times, conflicting stories came into tension (Connelly & Clandinin,
1990). Clandinin et al. (2006) wrote,
In reliving their stories, teachers may begin to imagine themselves in new ways
and to change their practices, the ways they live in the world. As they gain deeper
awareness of their stories to live by, they begin to shift those stories as they
continue to go about their days. (p. 10)
To begin the process of identifying threads or patterns, it was important to hold
the various field texts in relation to each other while seeking out the meaning and social
significance (Clandinin & Connelly, 2000). Throughout the data analysis, the
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phenomena constantly shifted in response to the three-dimensional inquiry space. Each
participant’s story emerged through a variety of constructs and was representative of the
different directions in which their narratives occurred. Over the course of the study, I
regularly returned to the narrative codes
While reading, re-reading, searching, and re-searching, I considered threads that
aligned with both the psychological and sociological contexts of the stories collected
(Saldana, 2016). As I moved through the research process, it was important to view the
analysis process, not as a series of steps, rather a negotiation occurring from beginning to
end and across the narrative accounts (Clandinin & Connelly, 2000). By returning to
each narrative account while holding the other narrative accounts in my mind, I looked
for plotlines across all three.
To transition the field texts to a research text, consideration was given to
positioning the work relative to other streams of thought, research programs, and
ideologies. The personal, practical, and social justifications provided guidance
throughout the process of analyzing the field texts. Reading and re-reading participants’
stories, listening to the audio (or watching the video) recordings, and reviewing the field
notes provided opportunities to reflect alongside my own personal life experiences,
thoughts, feelings, and insights as they related to the inquiry puzzle (Lindsay & Schwind,
2016, p. 16). Analyzing the field texts through the practical justification provided the
opportunity to consider commonalities across the stories and formed trends or patterns.
The final analysis from the viewpoint of social justification provided a wider perspective
through which to view the inquiry puzzle. This analysis answered the question: What are
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the field texts teaching us, to whom will this matter, and in what circumstances would
this be important (Lindsay & Schwind, 2016, pp. 16-17)?
Trustworthiness
For this qualitative study to achieve trustworthiness, a number of evaluative
criteria were met including transferability, credibility, and dependability.
Transferability
Transferability provided opportunities for outcomes to be considered
across additional contexts and for research to be seen as meaningful beyond this original
study. Within narrative inquiry, the outcome is not to provide for general applications of
the stories but to create texts where others could imagine their own uses and applications
(Clandinin & Connelly, 2000, p. 42).
Credibility
Within qualitative research studies such as narrative inquiry, credibility is
demonstrated through structural corroboration, consensual validation, and member
checking (Creswell, 1998; Glesne, 2016). Structural corroboration was achieved
by creating a coherent picture from the multiple kinds of data collected including
participant autobiographies, interviews, and field notes. A coherent picture was painted
through the use of direct quotations and descriptions rich with details collected from the
participants.
Within this research study, credibility was ensured through constant coding
to consider recurring behaviors or actions in order to identify behaviors or actions
contrary to the interpretations gathered along the way. Consensual validation occurred
through discussions with colleagues who had direct knowledge of the alternative
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licensure field of study. Finally, member checking supported triangulation by providing
the participants with copies of their interview transcriptions after each staged encounter, a
copy of their interim text and research texts, and a final synopsis of the threads to
comment on and evaluate (Merriam & Tisdell, 2016).
Dependability
Dependability, or consistency, addresses whether the data support the results
(Glesne, 2016). In an effort to achieve this, triangulation, peer examination, and an audit
trail were recommended. An audit trail was developed through extensive field notes and
data analysis procedures conducted throughout the study. In addition, this dissertation
incorporated triangulation through audio (or video) recording, transcribing, and sharing
the interviews with the participants so the data did not depend on the idiosyncrasies of
one interpretation (Carcary, 2009).
Limitations
Limitations to this study included the ability to locate teachers as participants who
represented alternatively licensed teachers from three distinct licensure programs. As a
researcher, I anticipated a challenge to the narrative inquiry process would be to not think
about behavior causally but to think through the three-dimensional space.
This study sought to share voices unique from the perspectives reflected in
contemporary alternative licensure research. While future studies might look to continue
to explore the efficacy of alternative license teachers on student achievement, this
research study provided a space for unique voices of these teachers to be heard.
As a narrative inquiry and qualitative researcher, I am a participant observer.
While I attempted to suspend my own thoughts and judgments to explore the data, it was
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impossible to separate myself completely. My own personal bias as a faculty member
and previous experiences as an alternative certification teacher potentially influenced the
collection and analysis of data from the participants.
A second limitation of the study included discerning teachers’ perspectives from
the autobiographies and individual interviews. The data analysis and overall findings
were based on participants’ perceptions, thoughts, and feelings, all of which were
dependent on individual memory. These perceptions were constructed by the individual
and might vary from the perceptions of others.
Conclusion
This chapter provided an explanation of the narrative inquiry approach and was
followed by a rationale to support the appropriateness of this approach in gaining a
deeper understanding of the experiences of teachers licensed through alternative
preparation programs. Finally, strategies to ensure trustworthiness of the research were
explored. Contemporary literature has created perspectives of alternatively licensed
teachers not reflective of their experiences. This study brought forward the unique voices
in response to the dominant narratives created by the landscape of current research.
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CHAPTER IV
PARTICIPANTS’ STORIES
Participants within this inquiry included special education teachers who were
licensed through an alternative certification program. Keira was an assistant principal of
instruction at a charter school in a large metropolitan area and had just finished her fifth
year in education. She had been at the same school throughout her career as a licensed
teacher. Elle changed schools over the course of her teaching career. She had just
completed her second year in education and was returning to the same elementary school
to work as an affective needs special education teacher for a program within the school.
Chase had worked as a special education teacher at a local charter school for the past two
years. He primarily supported students with mild/moderate needs and was in the process
of moving to a new school to take on a position as a part-time special education teacher
and part-time athletic director for a district high school in a neighboring school district.
The final participant, Jake, was a special education teacher who worked for a smaller
school district just outside of a large metropolitan area. Jake split his time between
working with mild/moderate needs students at the local high school and working with
students who had graduated high school but had not yet aged out of special education.
Jake had just completed his third year working in public schools.
Keira
Shortly after reaching out to my colleagues in the field of alternative licensure
programs, Keira quickly connected with me over email. She was excited to be a part of
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the study and our conversations came easily from the start. Over the course of our
inquiry, Keira negotiated her identity as a teacher through the dominant stories of our
social landscape by sharing thoughts of gender, equality, and religion. As she shared her
lived stories, she began to break down her experience and the ways wrestling with
sociocultural perspectives had become a shaping experience throughout her life.
Narrative storylines began to emerge as I composed the interim research texts.
Keira’s stories reflected wisdom, intellectual strength, and a social consciousness driven
by her thirst for justice and a desire for creating equitable outcomes for students. In the
unfolding inquiry, I sought to attend to the tension between the stories Kiera composed
around identity and service. As I came to understand Keira’s experience through her
lived stories, tensions emerged amidst the dominant narratives of gender and equity she
encountered.
On Becoming a Teacher
Keira never saw herself becoming a teacher. From a young age, she was turned
off by the dominant narrative of teaching being characterized as a feminist-laden role:
I think because I was generally a tomboy growing up, I wanted to do something
hyper masculine just to be rebellious in that way. In 5th grade, I wanted to be a
car mechanic and for a science project I invented an all-in-one oil changing
station to make changing your car oil easier. I despised the idea of being a
teacher because it was such a traditionally female role in my mind. (Keira, interim
research text, September 20, 2020)
When we first began to discuss her journey of becoming a teacher, Keira shared
how at a young age she believed she would be a missionary. In high school, Keira joined
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the Revolution Group, which consisted of a group of students who completed various
service projects throughout the community and was led by her teacher who was also a
member of her church. The service projects included experiences such as seeking
donations for a local church who served a lower income population. Keira’s early desires
to be a missionary were often storied through her connection with church and religion;
while she was passionate about helping others, Keira later became skeptical of religion
and the premise of missionary work.
When it came time to go to college, Keira connected her interest in being a
missionary with her desire to serve others and moved down the path of studying
sociology. Throughout her studies, she learned about systemic reasons life was not
equitable including race-based inequity, gender-based inequity, ability-based inequity,
and even age-based inequity. While Keira might not have realized it at the time, as she
reflected on her lived stories, she recognized the impact her sociology studies had on
creating who she was as a teacher. Keira saw sociology as a way to explore and better
understand individuals and groups of people. While Keira connected these experiences
positively later on in our inquiry, her initial reflection of studying sociology in college
created a tension between her understanding of religion and care for others:
I quickly found my social justice and social service values at odds with the more
conservative, judgmental, and often racist views of some of the Christians I knew.
By year 2 in college, I was officially agnostic, so missionary work was out the
window. (Interim research text, September 20, 2020)
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Over the course of the inquiry, Keira revisited this tension between religion and
care for others. Eventually, Keira identified the connectedness she felt to religion early in
her life with her desire to care for her students through the lens of empathy and equity:
I think a huge part of equity is empathy. I don't know if I'm just naturally
empathetic or if this is from something that occurred in my childhood, something
that made me a more empathetic person, but I definitely think that part has always
been there. I'm not a Christian anymore. I don't go to church but the things that
really resonated with me were being able to put yourself in someone else's shoes,
treating others the way that you want to be treated. The New Testament, the story
of Jesus, always resonated with me because I think it's about caring for others. It's
about showing others that you love them the same, or more, than you love
yourself and being selfless in that way. (Interim research text, September 20,
2020)
Empathy is seen as a part of the experience of teaching and is often present in
interactions and relationships with students (Jordan & Schwartz, 2018). Having an
empathic disposition often manifests itself in teachers through those caring relationships
(McAllister & Irvine, 2002). Through the lens of equity to show empathy for another
person means to take on the perspective of their culture and respond to the individual
from their own cultural perspective. Noddings (2012) referred to this as feeling for or
acting on behalf of an individual. This type of empathy has also been referred to as
‘altruism,’ which implies action on behalf of or in service to another’s needs (McAllister
& Irvine, 2002; Noddings, 1984, 2012). For Keira, the parts of organized religion she
was drawn to overlapped with her interest in empathy, service, and equity.
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After reflecting on the connection between religion and caring for her students
through empathy, Keira did not share further stories or beliefs about her experience with
religion throughout our discussions. Keira seemed to have found a landing spot where
she could connect what religion meant to her in the past to who she was as a person
today.
After completing an overwhelming final year of college, Keira felt she needed a
break before moving on to graduate studies. Through a classmate, she found an
organization in Ecuador that provided environmental education and projects to a small
community and provided English classes on the side. Keira was excited about the
opportunity to improve her Spanish and expand her knowledge of South American
culture. In addition to improving her speaking and listening skills, having a place to
volunteer and support the community was important.
The work Keira experienced in Ecuador was incredibly hard as many challenges
were faced with little direction or materials. As the organization was highly focused on
environmental change, the English classes were only provided on the side because the
town requested it. Keira worked at a grassroots English program that struggled to
“maintain consistent volunteers and develop lasting educational practices” (Interim
research text, September 20, 2020). She and a co-volunteer provided a combination of
whole group and small group breakouts and saw relative progress through systems they
had created. Keira saw her time in Ecuador as the biggest milestone to becoming a
teacher:
I don't think that the purpose of me going to Ecuador was to learn how to be a
teacher. I didn't really want to teach. Then being there, I just loved it so much. I
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loved all of the kids, I loved planning lessons, I loved trying to do the logistical
work of scope and sequence and backwards planning (which I really was doing
based on probably what teachers do). So, I think that was the biggest turning
point that led me to teaching. I still was kind of unsure about wanting to be a
teacher throughout that whole process because teaching is hard. But I think the
relationships that I built made the big difference. I knew that I wanted to work
with a population that was underserved in some way and I ended up in a place
where I got to do that. (Research conversations, July 15, 2020)
As Keira’s time in Ecuador was nearing an end, she applied for a paraprofessional
role back in the states. She was called for a final interview but could not be back in the
states in time so the role was filled. After returning home to the states, Keira received a
call from the same school to interview for a special education position. She recognized
she had little teaching experience and had not studied teaching in college. Keira was
surprised when she was offered the position but excited at the prospect of attending an
alternative licensure program to get her teaching credential.
After our first interview, Keira’s narrative did not look like I had anticipated. I
had expected our conversations would lead to the uncovering of experiences that had
shaped her as a teacher; however, this was not the case. Our initial conversations
appeared to uncover tensions surrounding her belief of “teacher” as a role as opposed to
“teacher” as a person with common experiences or “teaching” as an action in which many
could engage. While this perspective might not have been something I was expecting, it
was not uncommon for teachers to have similar thoughts as they entered the field of
education.
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When people make decisions about their career choices, it is a reasonable
assumption they would have expectations and ideas around the roles and responsibilities
they saw themselves fulfilling (Hattingh & de Kock, 2008). Within the field of
education, there are ongoing conversations around the role of the teacher. The tensions
Keira experienced throughout the inquiry were reflective of common viewpoints on the
role of teachers. Over the course of our inquiry, Keira’s lived stories were not static and
her views of being a teacher moved among one who transmitted cultural values, one who
taught for critical thinking, or one who transmitted content knowledge across the
disciplines. While many recognized overlap could exist within these three viewpoints, at
times these were teased apart and seen as a singular purpose (Tatto, 1998). As we began
our inquiry, it appeared Keira primarily saw the role of teacher as one who transmitted
content knowledge.
Growing through Teaching
Keira found her first year of teaching to be the hardest of her life: “Nothing
compares to how difficult it was to take on such a high learning curve” (Autobiography,
Keira, research conversation, July 4, 2020). She clung to her alternative licensure
program as she did not receive much support through her school and had no background
in what to do as an educator. When reflecting back on her first year of teaching, Keira
believed it was not her mindset she needed to work on but rather the technical skills she
had not previously developed. She knew what she wanted her class with students to look
like but had no background as to what she was supposed to do as an educator:
The desire has always been there to do a good job, help where I can, and be
effective in general. Going to Ecuador, I knew I wasn't the best teacher. I knew I
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was trying my hardest, but there wasn't a lot of direction. The organization was
more designed to be an environmental organization, and we also taught English.
Teaching English was my favorite part, it's what I poured all my energy into, but
there wasn't a lot of development provided for that. So, when I came back to the
United States, I essentially did my first-year teaching again. Which one was
plenty, but I did it again. (Keira, research conversation, July 28, 2020)
As a part of her alternative licensure program, she was to submit video recordings
of her teaching. Keira shared how willing she was to try and put in the effort but often
felt she was picking up random teaching strategies, trying them on clumsily, and then
keeping them or tossing them out if they did not work. When it came to the recordings,
she hated them. She felt embarrassed by how poor she perceived her teaching to be but
found watching her videos back, receiving feedback, and conferencing with the teacher
from her program was pivotal to her development as a teacher. Over time, online
modules and related videos helped her gain teaching strategies and became a toolbox for
bettering the implementation of those strategies.
Keira’s storied experience revealed the complex and contested emotional
processes common amongst student-teachers. As an alternative certification teacher,
Keira’s stories of her first year of teaching mirrored those of a student teacher. Yuan and
Lee (2016) found identity construction for student teachers was influenced by
relationships with mentors and students, the situated school system and culture, as well as
their own emerging sense of professional agency:
When my school evaluations came ‘round, I got between a 3 and a 4 out of 6. I
now know that it isn’t a bad score for a first-year teacher with no experience and
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little coaching, but at the time I viewed it as I had viewed my grades in college, a
near failing percentage. It was a humbling kick to the stomach. I printed out my
evaluation and kept it at my desk, so I could have more direction in the areas I
needed to focus, I chose things that seemed to connect multiple indicators. I took
my video coaching and online modules from my teaching program more
seriously. Over that year, and the next, I had multiple principals, some
transitioned off mid-year, and I contemplated quitting teaching. My willingness
to work hard wasn’t enough to give students what they needed and it sometimes
felt that the entire system of education was just too dysfunctional. My students
with disabilities struggled to make progress and continued to fail their general
education classes at disproportionately high rates. I continued to be frustrated
with my lack of coaching and direction after my program ended, but I also loved
that I could continue to learn more and more each year, each year becoming miles
better than the year before. What kept me teaching was relationships with kids. I
just couldn’t leave, regardless of how frustrating each day could be. (Keira,
interim research text, September 20, 2020)
Keira shared how she often felt less prepared, or behind, coworkers who were
trained and educated to become teachers prior to their first teaching position but felt the
instruction, guidance, and feedback provided in her alternative licensure program was
invaluable. Bandura (1993) defined self-efficacy as a person’s belief about their capacity
to produce pre-determined levels of performance. Bandura acknowledged beliefs and
reality are seldom perfectly matched. When Keira reflected on her initial evaluation
scores, she shared her feelings of disappointment and questioned her efficacy as it related
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to her preparation and producing growth for students. However, when reflecting on her
educational path to becoming a teacher, she acknowledged how if the only path to
becoming a teacher was through a traditional teacher preparation program, she would not
have ended up in education. Never too far from the understandings she gained in her
studies of sociology, Keira reflected on her experience as an alternative licensure
candidate:
There were some really impactful concepts that changed who I was as a person
and changed the way that I work and think. I think there was beauty of doing it
and struggling really hard at the same time as you're given pieces of information.
If I learned things in a conceptual way, my implementation still would have been
lacking, but, because I was in the thick of it and experiencing it every day, I was
so happy to soak up information. (Interim research text, September 20, 2020)
After three years, Keira interviewed and accepted a position as a department chair
and coach within her same school. This was a defining year for Keira and where she
began to re-story her ideas around teacher as a role:
Just by role definition I'm not a teacher but I feel like an educator. The role of a
teacher and an educator kind of feels the same to me. I mean, in a teacher role, or
a coach role, or anything in education, every year feels miles ahead of the year
before and you'll always have plenty to learn. What I do over my summers now is
similar to what I did when I was a teacher but it's just so that I can be better at
supporting adults rather than students. (Interim research text, September 20, 2020)
When considering her identity construction as a new teacher (Yuan & Lee, 2016),
this was also a time Keira experienced greater support within her school system. While
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the role was challenging and her school was in a heavy, difficult time of transition, Keira
received the strong coaching from her principal she had desired for so long. Keira felt
she, along with the school, was making progress, getting better, and increased student
performance was beginning to seem like a possibility. In addition, students with
disabilities began to have more success and were getting far better individualized
education plans (IEPs) and services.
Keira’s stories began to reflect her views of a teacher as more than just one who
transmitted content knowledge across the disciplines and started to carry a tone of
responsibility (Tatto, 1998). Her lived stories moved beyond content understanding to a
desire for equitable outcomes for her students and supporting the critical thinking of the
teachers she coached.
When it came to supporting teachers, Keira’s approach to leadership served to
both parallel and respond to her previous experiences. When she first started teaching,
she yearned for clear expectations. As she reflected on her initial evaluation, her
disappointment turned to frustration: “It felt so unjust to me that all I wanted was to do it
right, all I wanted was to meet expectations, but I didn’t know what the expectations
were. I never want to make anyone else feel that way” (Keira, interim research text,
September 20, 2020). As I negotiated this part of Keira’s story within her interim
research text, it felt as though doing what was expected of her was a priority. However,
throughout our inquiry, I came to understand what she desired was an opportunity to feel
as though she could be capable of meeting the needs of her students.
When she took on the role of special education director, Keira focused on
ensuring first-year teachers received the in-school coaching she starved for. She modeled
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her coaching after the support and instruction she received through her alternative
licensure program and believed first-year teachers at the school finally had opportunities
to become effective:
I think I'm a perfectionist. I think it's good, if you're going to be giving people
critical feedback, then you must give yourself critical feedback. I think I work
hard, so that's something that people see. I am willing to change my approach if
someone presents something that seems better, or if I read something that seems
better. And I think I'm personable, so coaching people makes sense because I can
work with different types of people that have all different personalities and styles
and the way they want to be communicated with. (Keira, interim research text,
September 20, 2020)
For Keira, her coaching was not just about clear expectations; she hoped to push
her teachers around their thinking of equitable teaching practices. As she spoke about
coaching teachers, she told stories of “talking to my white coachees about teaching in a
classroom that's full of students of color” (Keira, research conversation, July 28, 2020).
Her sense of care for both teachers and students became a trend throughout our inquiry.
Reflections Through Tensions
As I thought about and tried to make sense of our conversations, I wondered if
Keira’s experiences either paved the way for or were more of a reflection of her beliefs
around social justice. Keira’s reflections on religion and social justice illustrated the
ways in which socially constructed categories carried stories with them. As Keira
revisited these tensions, she reflected on the complexity of the white savior complex and
her own composition of identity with being drawn to supporting students in need:

68
Over the past few years, I've been reflecting a lot on: Am I motivated by this
white savior complex and feeling like other people need my help? That’s not
really helpful or a productive mindset for my students. One example I can give is
when I first started, maybe my first and second year, I felt like I was always
advocating that teachers change their materials so that students with disabilities
could access them, water them down, make them easier to access, and things like
that. Now, I think a lot more about the implicit messaging that we give to kids
when, “Oh, don't call on the students with disabilities, they might not know the
answer.” That is giving them a message about what we think they're capable of
doing. If you give a student with a reading disability 16-point font, versus 12point font, what message are you telling them about if you think they can read or
not or if you think they can see or not? Doing the work, being with kids, and
seeing the ways that they're really capable of meeting expectations when they're
clear and they're supported. I guess, overall, the assumptions I had about the
systemic problems of education were true, but the ways that I feel like I
approached them have changed over time. (Interim research text, September 20,
2020)
There is a history of white saviorism in our society and Keira’s reflection was
representative of her growth through the often well-intended but deficit-laden
perspectives circulated among educators, policy makers, and researchers. This
perspective often blamed the students or their familial, cultural, and communal practices
rather than analyzing how systemic inequities contributed to student achievement
(Burciaga, 2015). The “savior” presented as someone who had overcome their own
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prejudices and was there to ‘help’ the person of color (Brown, 2013). At first, this might
have appeared to be in the spirit of care but it failed in its conception of the nature of a
caring, or reciprocal, relationship (Noddings, 1984). A true caring relationship is not a
feeling of superior separateness often implied by someone coming to ‘help.’
Keira’s work in Ecuador opened her eyes to systemic inequities and, in turn, she
assumed those same inequities also existed in the United States. Keira acknowledged this
assumption came from growing up and seeing how people were treated differently. As
she reflected on her time in education, she navigated the tensions:
I feel like there are so many little things that we do, and we don't. We think that
we're protecting the kids because we think that they can't do it, but we are
inhibiting them and we're telling them messages about the fact that we think
they're not capable of doing things. (Keira, research conversation, August 12,
2020)
Keira’s continued reflection on her experience as an educator also forced her to
make sense of the tensions within her view of teaching as a feminist role. Her reflection
provided a space to negotiate the dominant narrative in educative ways:
I acknowledge that my job is, historically, a much more female, gender traditional
role. If you ask any of my friends they would tell you that stuff really bothers me,
like requiring me to get married, or requiring me to live a certain way and fill
certain roles and do certain jobs in my house and things like that. I just don't
identify with that at all. I think those things are outdated. But I love what I do,
and I have opportunities to do things in my role that aren't all ‘feminized.’ I'm
happy that I work with a lot of different teachers from different backgrounds. I'm
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sure that even my idea of a teacher was stereotyping the role. I work with lots of
men, I work with people who are gender non-binary, I work with lots of different
types of people. So, I think in some ways, I now know that the role is not
necessarily how I pictured it to be. (Keira, interim research text, September 20,
2020)
Through the telling and retelling of her stories, Keira continued to explore how
the narratives around gender also impacted her students. Keira questioned the ideas
about what it meant to be masculine, show emotions, and influence behaviors in boys and
how their teachers see them. She went on to the describe her experiences with the
tensions created at the intersection of gender and special education:
In a small special education group, they were working on understanding their
disabilities and understanding their accommodations in a post-secondary
situation. One of the boys freaked out and had really bad behaviors, worse than
what he usually does. He shared with me that he doesn't want to talk about
anything, that he doesn't want to acknowledge any of the deficits that he has. I
feel like that comes from years and years in classes where he has felt that way and
that's why he's developed the behavior that he's developed. When he gets to be in
control of whether he's in class or not, whether he does his work or not, it puts
complete control in his hands. Not willing to be vulnerable, not willing to show
weakness, not willing to admit you're not the smartest or the strongest or the best
at something; I think that plays out a lot. So if you play into the, “I don't care
about school, boys don't care about school,” then you get to define it for yourself.
(Keira, research conversation, August 12, 2020)
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As we neared the end of our inquiry, Keira revisited her views of education. She
seemed to land on the idea of “it’s mostly small wins” (Keira, research conversation,
August 12, 2020) in education. While the perfectionist in her wanted a goal where
everything was done right, she recognized there was not a final place to arrive, there was
always something that could be better, and there was always something to be improved.
For Keira, this tension emerged through her story of battling barriers students should not
have to battle:
They are intelligent. I believe in them so fully. We still don't see super high
gains. We have seen progress, but our students are not able to be competitive to
students in wealthier schools and that's what keeps me up at night, questioning
what students have gotten before they came to high school. There's only so much
repairing or re-motivating that happens when a kid is above 14 years old. I feel
like they carry the weight of whatever interactions they've had before they came
to us, and it's really hard to undo those. What's frustrating is, even with good
intentions, we further those kinds of wounds. I feel like it's not fair that those kids
don't have a lot of people in their corner. I feel like I want things to be fair; not
just fair but equitable. (Keira, interim research text, September 20, 2020)
It was during this time of reflection that Keira seemed to bridge the tensions of
teaching and social justice. Her stories once again reflected her shifting viewpoints from
being a teacher of content knowledge to one who emphasized cultural values (Tatto,
1998):
I think teaching is a way to provide service in some form. A lot of aspects of
educating is related to service in general. I think they're like a venn diagram.
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They cross and have aspects that are different from each other. If I think about
service, in the sense that I grew up with it in the church, in my family, even in
missionary work, the equity piece is sometimes what's missing, in my opinion.
So, not necessarily always considering the values and belief systems, traditions, or
culture of the people that you're working with. That's a lot of ways that it seemed
to me, looking back at the time, I didn't see that. Equity is not just helping the
poor, it is truly trying to meet people where they're at, and level the playing field,
so that everyone has the same opportunities as everyone else. I think that's a huge
aspect in teaching. (Keira, interim research text, September 20, 2020)
And One Remains
One tension that wove its way throughout Keira’s stories was of education as
achievement and process versus education through relationship and equity. When Keira
reflected on what she believed most prepared her before becoming a teacher, she
emphasized going to school and loving the structure of learning. Her whole life she
always loved school and acknowledged she was good at it. While she gave credit to her
parents for being on her all the time about getting good grades and trying hard, she also
recognized being the oldest sibling of six kids might have played a part as she tried to
model good behavior. Her emphasis on grades and, conversely, achievement became an
underlying tone throughout her narrative. Reflecting on her least favorite part of
education, she emphasized SAT scores and student achievement—not for what they stood
for but as something to be improved upon:
I think what's least rewarding is the amount of time and effort that goes
into inputs and sometimes nothing comes out in the outputs. I feel like we work
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so hard to get our special education program better, get our math team better. It's
endless and endless amounts of work and then sometimes the SAT scores are not
high… We have kids come into ninth grade that are at second grade reading
levels. They're not going to make seven years of growth in the next four years, so
what do we do then? Do we focus on using technology to access everything? Do
we try and get to a fifth-grade reading level? Sometimes questioning what
services they've gotten before they've come to us, or if they got good reading
instruction in elementary school. Most of the kids that come to our school, I can't
speak at all as to what kind of education they got. I guess it’s the uncontrollable
aspects that I didn't play a part in. I can't control that but the weight of the impact
it has on the individual students that I care so deeply about, is overwhelming
sometimes. (Keira, interim research text, September 20, 2020)
Educational standards, assessments, and accountability systems are of immense
political importance in the United States and around the world. The use of standardized
tests is necessitated and funding is provided to implement new systems for holding
students, teachers, and administrators accountable for students’ academic performance on
these tests (Levinson, 2011). When retelling of her experience and success as a special
education director, she emphasized systems and achievement above the relationships.
She mentioned how she looked forward to tracking data on pass rates and other progress
indicators for students with disabilities. She recognized how the processes and systems,
inevitable within the realm of special education, played into her strengths and that
accountability was something to be celebrated:

74
I think my area of strength is special education and writing IEPs. It's my jam. I
feel like I could stay in that role for ever and just continue to build better and
better programming. When I first started, the special education department had
no systems created. There were no systems of accountability, there were no
systems for how we do some parts of our jobs. Those things felt so easily
developable to me because I'm a systems thinker and analytical in that way. So,
that was easy to start implementing when I first became the SPED chair, like
“Everyone's doing it in a different way. Let's just all do this the same way.” I
think a small win is that my team now holds each other accountable because
the expectation is really clear. (Keira, interim research text, September 20, 2020)
Yet woven throughout her inquiry, even more so than academic achievement and
processes, were her passions for building relationships with kids and, sometimes, this
meant sacrificing the dominant view of achievement:
When I think about the stories that stick out to me, it's stories of specific kids that
I built relationships with, or what I learned from working with kids that were
really difficult to figure out and motivate, things like that. I also think
building true and genuine relationships; not because I need to get something out
of them, not because I'm trying to motivate them, because I want to get to know
them and I want to know what they like and what they want to do when they
leave. Stuff like that goes a really long way. That is something that you can
always leverage with a student. Maybe they don't complete 100% of the tasks for
the day but completing 25% is better than completing 0%. I feel like they feel
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motivated by the fact that you believe they can do it. (Keira, interim research text,
September 20, 2020)
While Keira might not have explicitly bridged the gap between the tensions
around achievement and relationships, when asked what she believed she would be
remembered by her reflection seemed to find a balance.
I think I will be remembered for the relationship that I have with kids
and coachees. If I do a good job, then what I will be remembered for is the
improvement and the progress of the outcomes for students. If I can just
choose one option, that would be the option I would want to choose. It's
harder, though. Reflecting on progress that's been made keeps me going. I can
get very negative. In my head, I'm like, “Oh, we're so far away. We suck at
this…” I think it's part of my drive, but it can be negative sometimes. We're still
so far off. We still have so much progress to make but we have come light years
since I've been at our school. That's really motivating. (Keira, research
conversation, August 12, 2020)
In revisiting Keira’s stories for the writing of this narrative account, I felt a
similar need to reflect on my contribution to the white savior complex, especially as she
spoke of her perspective on the role of teacher and her passion around social justice and
equity. Many aspects of her stories resonated with my own experience as a Christian and
educator with a lens for equity and I was reminded balance can exist within and amongst
the tensions I too experienced.
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Elle
Prior to Elle becoming a participant in the inquiry, we discussed the scope of the
research. To my surprise and without any prompting, she gave an elaborate narrative
account of her experiences within an alternative licensure program and shared her
excitement to participate in the study. Unbeknownst to me at the time, this conversation
would be the start of our journey through her life experiences and how they led to her
being a teacher. The relationship between us quickly evolved and she agreed to
participate in my research study without hesitation. While she regarded this opportunity
as an honor to give back to the program she felt blessed by, much of our time together
was spent exploring how the stories of her past had shaped who she was now. For Elle, it
was important to reflect on her present as a life lived in spite of challenging experiences.
Throughout our inquiry, Elle sought opportunities to reflect on her own experiences and
to share how they shaped her story of becoming a teacher. This narrative account is an
attempt to see Elle’s story situated in the nuances and reflections of her religion, family,
and education.
Elle and I began our “conversation” through her autobiography and a philosophy
of education paper written while in her alternative licensure program. Through these
writings, I sensed openness and honesty. I came to understand her reflective nature more
and more as our relationship progressed through the telling and re-telling of her
experience. Throughout the inquiry, shared conversations came easily, often without me
asking many questions. Dewey (1938/1997) recognized an “inescapable linkage of the
present with the past” (p. 79). As Elle reached backward to tell me stories from her past,
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stories that included expressions of growth in the midst of struggles, the linkage to her
present self was revealed; out of the negative grew inspiration.
Getting Through School
Elle struggled in school. She grew up in a small town of 362 people and was “a
pastor’s kid” (Elle, research conversation, July 27, 2020). Her grandfather was a pastor
and eight of her uncles were pastors. She went to school in a rural town and spent much
of her time in education with the same kids. Elle reflected on what it meant to her as a
person to grow up in such a small setting: “You develop your identity and your place and
kind of what your role was. I became the class clown and that was kind of my role.
That's just kind of what I thought I would always be” (Elle, research conversation, July
17, 2020).
While Elle shared this thought early in our inquiry, over time, her stories reflected
a more complex identity in the presence of challenges stemming from lack of control and
connection. Within self-determination theory, individuals strive to satisfy three basic and
universal needs for autonomy, competence, and relatedness as either supporting or
deterring motivation and well-being. Autonomy accounts for the need to feel in control
of one’s actions rather than feeling controlled. Competence is the need to gain mastery of
tasks and learn different skills perceived to be needed for success. Relatedness includes
the need to feel a secure sense of belongingness and connectedness to others (Deci &
Ryan, 2000; Hein, Koka, & Hagger, 2015). Elle’s lived stories reflected the tensions
found among the good, the bad, and the ugly experiences she had throughout her
schooling. For Elle, school did not always provide a space through which her teachers
fostered an opportunity for self-determination.
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The Good
When Elle was in 10th grade (her first year of high school), she had to write an
assignment describing something without ever saying what it was or what it could do.
Her teacher, whom Elle recalled being known as the “witch of their high school” (Elle,
interim research text, September 20, 2020), was impressed with her writing and
encouraged her as having a gift and potential:
Nobody to that point had ever really pulled me aside and specifically told me that
they thought I had a talent in any one area, which was huge for me—I’m the
youngest of four kids. People would say “Oh, you’re good at that” or “that’s
cute.” But no one had ever really pulled me aside and said, “Wow, you have a
talent.” That really inspired me. (Elle, research conversation, July 17, 2020)
The connection Elle had with her English teacher was one of few positive
relationships she shared as she reflected back on her time in high school. In addition, this
was the only experience Elle shared from her time in school that met her basic needs of
autonomy, competence, and relatedness (Deci & Ryan, 2000).
The Bad
When Elle was in kindergarten, she had a friend named Rosie. She lived down
the street and she remembered how they played dolls together. Elle recalled how Rosie
would get bullied and picked on. She recounted a time Rosie became trapped under a
merry go round.
My friend had been goaded to go into the inner channel, but then the boys went
on the outer channel and ran faster than her on purpose. She got trapped
underneath the merry go round. They just let it go over her and spun it as fast as
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they could by slapping it with their hands. She couldn’t crawl out or she'd get hit
in the head and be really injured badly. (Elle, interim research text, September 20,
2020)
Elle yelled at the boys to stop but they wouldn’t stop. So she ran in to the
kindergarten room but the teacher held up a finger so she wouldn't talk. When re-telling
this story, Elle vividly recalled being angry and fuming because she could not share what
was wrong. The teacher took Elle’s name and pinned it to the top of a tattletale rope.
Eventually, Elle was given the chance to share how Rosie was trapped under the merry
go round by “the big boys” (Elle, research conversation, July 27, 2020). When the
teacher turned around, she saw the growing crowd of much older boys spinning and
cheering and hooting and hollering at Rosie being trapped. She ran out the door and she
got Rosie out. Later, the teacher thanked Elle and acknowledged how she had warned
her about Rosie. This was the earliest story Elle shared for how she fought for “the
underdog” (Elle, research conversation, July 27, 2020). It was also the earliest story Elle
recalled where her basic needs were not met. For Elle, fighting for “the underdog” (Elle,
research conversation, July 27, 2020) was about fighting for autonomy. In a moment
where Elle tried to speak up and get help for her friend, she was at the mercy of her
teacher.
When Elle got to middle school, she formed a friendship with a girl in seventh
grade whom she described as “socially awkward.” They rode the bus together and when
Elle would get off the bus at the end of the day, she would have spit balls in her hair.
Elle returned to this story later in our inquiry as she talked about the pieces that shaped
the teacher she saw herself to be:

80
Some of it was the ugliness that I went through and knowing I never wanted
somebody to feel that rejected and despised and worthless in the eyes of a teacher,
or another adult period. And I wasn't certainly going to be that kind of adult.
And then the other part of it was the experience I had where I had been picked on
profusely to the point where I had spit balls in my hair; so I've always been a
defender of kids who were weak or inclined to be picked on. (Elle, research
conversation, July 17, 2020)
As Elle negotiated her experiences from kindergarten through high school, this
story of being picked on also reflected a turning point in her narrative where her
memories of school went from bad to worse:
I proceeded through eighth grade and kind of made some friends but not many.
My grades were really poor, and my self-confidence was super low. I was a mess.
Toward the end of eighth grade, a new girl moved into town, and she was really
sweet. She ended up sitting next to me, because we had similar spellings of our
last name, and then she invited me to a party. I went to a party with her where
there was drinking. I became really tight with the party crowd and, by the time I
was 16, I would come to school drunk. (Elle, interim research text, September 20,
2020)
In her second year of high school, she was doing well in English. Her locker was
right next to her English teacher’s classroom and, oftentimes, he would come and hang
outside the classroom to talk with students who happened to walk by. She told of a day
when she wore a satin shirt, a little brooch, and a blue suede skirt to school. She was
getting something out of her locker, when he came up behind her and put both his hands
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on her back, her arms, and then around to her collarbone. Elle remembered his remark,
“Wow, this is such a nice touchy-feely outfit” (Elle, research conversation, July 27, 2020)
just before he slid his hands down and she froze. The next day, Elle said he apologized
profusely. Elle could not recall any adult prior to this point who had ever apologized to
her. She was not quite sure what to do with this place where she found herself—once
again having no control; however, this was with a teacher she perceived to have had a
connectedness. As Elle spoke of this experience, I wondered about the emerging tension
between her basic needs of autonomy and relatedness. Even as she told the story, she
seemed to struggle telling it through the lens of a negative experience, one where she had
no control, as opposed to a positive experience where an adult felt connected enough to
apologize for their actions.
The Ugly
By her senior year, Elle was clean and sober. She had had a big “come to Jesus
moment” (Elle, research conversation, July 17, 2020) and stopped drinking. She was in a
positive space and was trying to make good decisions; trying to right all the wrongs she
perceived she had done. She was in her fourth year of French and realized she was not
understanding it. Elle recalled when she went to her teacher’s room to drop the class, her
teacher grabbed her by the shoulders, shook her, and said, “When are you going to get
your life together? I can't believe this! You just throw this away!” (Elle, research
conversation, July 27, 2020).
Elle recalled her worst teacher was her high school choir director. She shared
stories of “if he didn't like you, he made your life hell” (Elle, research conversation, July
27, 2020). For Elle, standing up for others remained a principle and when she saw her
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teacher treating another student poorly in front of other people, she stood up to him.
While she did so privately, he proceeded to make her life difficult:
My grades weren't too good. At this point in time, they had something called
staffings where all the school staff who you had for teachers would come to that
meeting. They collectively discussed to see if they could come up with strategies
to help benefit you. The choir teacher would go to staffings and after the fact he
would tell me every ugly thing that every other teacher said about me. It was
mentally cruel.
Later on, during a choir concert, when our choir was not singing, this boy
was sitting next to me and saying some stuff to make me giggle because he was
flirting. The next day, the teacher was talking about how we did in our concert
the previous night and said a lot of good things about us as a group. As the choir
proceeded to leave the room, he started to scream at me and said his wife
observed me giggle. I still remember that feeling of clutching your big, heavy
textbooks close to your chest, almost like a breastplate. I stood up and I said, “I'm
sorry, you feel that way. I'm sorry I giggled. I can't do much more than apologize
to you and your wife.” He kept yelling at me and I said, “This is inappropriate,
and I'm leaving.” I walked to the door. I had my hand on the door, and he's still
trying to yell, and I walked out. (Elle, interim research text, September 20, 2020)
For Elle, she struggled with these experiences. As she told her lived stories, she
kept revisiting how she felt she was trying to be a good student who aspired to overcome
the challenges of her past yet her experiences were not reflective of a student who was
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trying. Her basic needs were not met in a way she perceived they ought to be for a
student who was trying to be successful.
Elle’s stories reflected the tensions she experienced in school. While school
should have been a safe space where she could experience autonomy, build competency,
and connect with others, the majority of her memories reflected something far different.
For Elle, she believed she was doing everything she could to be a “good kid” (Elle,
research conversation, July 17, 2020), yet had teachers she perceived were “poisoning the
water” (Elle, research conversation, July 17, 2020). To Elle, these teachers were so toxic
she had no desire to go college; she had lost the motivation. While she walked with her
graduating class, she let some final credits lay dormant and unfinished for two years
before earning her high school diploma. Yet, as she retold and relived the stories, she
reflected on how the teachers influenced who she had become as a teacher.
Teacher identity has been defined as encompassing being recognized as a certain
“kind of person” in a given context’ (Gee, 2000, p. 99). For Elle, her lived stories as a
student reflected a lack of opportunities for meeting students’ basic needs. However,
these same stories created a need to exercise agency and claim ownership over the
experiences in order to become the type of teacher she wanted to be. The tensions that
existed between her negative experience and the need for her basic and psychological
needs to be met had shaped her identity as a teacher (Hein et al., 2015; Trent & Gao,
2009).
The worst teachers I ever had, most prepared me to become a teacher. The bad
teachers ignited a spark, raising up an urgent sense of injustice and an awareness
that something was wrong. The good teachers gave me fuel to feed that spark into
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a useable flame…not burning with rage but with a passion to change students
experiences for the better. I think the worst teachers I ever had are part of what
made me the best that I am. It's moments like that, that I carry with me into
teaching, that make me want to be a better teacher and influence, a better person
in their lives to model for them the same way good things were also modeled for
me. (Elle, interim research text, September 20, 2020)
From Hell to Hope
Before graduating from high school, Elle knew her future would involve helping
students:
I would say 80% of my teachers were just doing the grind and just doing what
they had to do to get their job done. I was nothing extraordinary, nor was I a
major problem. And there were 5% that saw something in me and really tried.
Then, there were 15% that just made my life hell. That's one of the reasons why I
went into youth ministry in general. I wanted to help kids and I wanted to give
hope to kids. (Elle, research conversation, July 17, 2020)
Throughout our inquiry, stories of ministry created a window into Elle’s work as a
youth leader. For Elle, this work was not just about planning and organization but about
establishing relationships and trust. As Elle explored her time in ministry, she also
explored the tensions of being a pastor’s wife. For Elle, being in the public eye opened
her family up to be judged without warrant. While Elle was protective of her kids, she
also needed to instill in them a measure of understanding and acceptance of people as
they were. Elle guided her children in respecting people even if they didn’t feel respected
by them: “We have to be kind, we have to be generous, we have to be loving; not so
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much for our public image, but because it's the right thing to do” (Elle, research
conversation, July 27, 2020).
While Elle looked back fondly on her experiences within youth ministry, she
shared of a conversation she had with her son that ignited a passion in her to explore the
idea of going to college:
He was struggling to do homework one night, and he said, “Why do I have to do
this?” I said, “So, you can get good grades, go to college, and get a good job.”
He looked at me said, “You never went to college.” It was like a knife in my
heart. In that moment, when he said that, I realized that I never did. I always
wanted to. I felt like I could do more, but I had been told I couldn’t by so many
people. (Elle, research conversation, July 17, 2020)
That night, Elle sat down at the computer and started looking at colleges for
adults. Elle started her undergraduate degree in her 30s and was proud to have graduated
summa cum laude with a degree in Organizational Management and Project
Management. While she had planned on working with a nonprofit in East Africa, she felt
conflicted about the travel and time away from her four children the position would
require. In a phone call to drop out of a leadership program she was pursuing, the person
on the other end of the line said, “You sound like you should be working with students in
our Master of Special Education program.” Within days, Elle was registered and starting
on a new path in special education.
Elle’s first teaching job was to serve as a tutor in a school for kids who were
juvenile offenders in flux. Many of the students were still in-process; some were guilty,
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some were innocent, some were going to stay where they were, and some were going to
move on to juvenile detention centers or group homes:
I related so well to them. I loved all my tough kiddos and they loved me because
I respected them. I didn't look down on them. I could kind of get where some of
them were coming from, though I could never fully understand what some of
them had been through. Some of them had real tragic stuff happen but there was
this understanding that I was just gonna love them for who they were, I was gonna
treat them with respect. That was a mutual language between us. It really
empowered me and gifted me with an ability to empathize and be sincere with
kids who had really tough backgrounds. Every kid I've worked with, knows that I
cared. (Elle, research conversations, July 17, 2020)
Elle recalled a powerful teaching moment in her career. She was working with a
student who was 15-years-old and was at the school for dealing drugs. They were
working on reading and math and he was at a second or third grade level on both.
Eventually, he started slamming his fist down at a table where they were working and
said, “No one ever taught me this shit! They just kept passing me on and passing me on
and passing me on. Why didn't I learn this before?” (Elle, interim research text,
September 20, 2020). This served as a pivotal moment for Elle and the point she realized
she wanted to work with younger students.
Elle eventually moved to work in an elementary school in a small school district
that offered what she referred to as “shotgun blast special education where you had gifted
and talented kids, twice exceptional kids, and kids that were cognitively impaired and had
intensive medical needs” (Elle, research conversation, July 17, 2020). She recalled
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working with one student who was so cognitively challenged her parents questioned her
capacity to even speak:
She could recognize the letters that made up her name, there were 3 letters
repeated. We worked hard, and she knew that every little bit of encouragement I
was giving her was genuine. Like, “Come on you can do it. You have one more
letter.” We got her to the point where she was actively saying and recognizing 18
letters of the alphabet and 16 of the sounds. We got her to a point where her
vocabulary went from 5 words total to 25 by the end of the year. (Elle, interim
research text, September 20, 2020)
Other special education teachers who would work with her would say her parents
could not conceive she would have anything beyond this. Not Elle as she believed, “This
girl is smart” (Elle, research conversation, July 27, 2020). Elle worked hard with the girl
who knew every little bit of encouragement Elle was giving her was genuine.
Elle’s story reflected the tensions often existing within the field of education
around the theory of presuming competence. Scholars have used the notion of presuming
competence as a lens through which to conceptualize education for those who have been
traditionally marginalized (Friere, as cited in Biklen & Burke, 2006). The notion of
presuming competence implies “educators must assume students can and will change
and, that through engagement with the world, will demonstrate complexities of thought
and action” not necessarily anticipated (Biklen & Burke, 2006, p. 168). As Elle told of
her experiences, I could not help but think of the times I had worked with teachers who
saw students’ disabilities as an inability to accomplish tasks at hand before ever giving
them the chance.
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One day, one of the paraprofessionals in Elle’s classroom knocked over a cup of
coffee. When he knocked it over, the team was teasing him and before they had even
finished, the girl had come back with a spray bottle and paper towels. It was in that
moment that Elle knew she was more than what people had put upon her. Elle recalled
thinking, “This girl's got something. She's gonna be able to do more. She's motivated”
(Elle, research conversation, July 27, 2020).
Educators who presume competence refuse to limit opportunities for students and
find ways to support students in demonstrating agency. Throughout our inquiry, Elle
often retold of her experiences in high school as they related to the ways in which she
created opportunities for her own students to develop self-determination skills.
So, every kid I've ever worked with has taught me something. I feel like there's
so much to be said about having hope and finding and seeking potential. I
remember one of the first people to actively find something specific that they felt
that I could do, that I was good at. In that moment, in that time, that was what I
needed to hear. That's the kind of person I want to be for other people, help them
find their individual strengths and their potential. That's such an amazing feeling
of hope and promise. As a Christian, I’d love for people to have that connection
in God, but at least in themselves, knowing that they have potential, they have
meaning, they have worth. Whatever it is that they have, they can be something
to be celebrated and honored and respected and something that they can have
pride in. There are a lot of those bits and pieces… respect, believe,
encouragement… that I never really had consistently, but the people who did
point that out made a big difference. I just want that for the kids that I work with
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and for all kids really. Everybody needs somebody to encourage them, to push
them, to help them grow. (Elle, interim research text, September 20, 2020)
Elle’s lived stories reflected a space for students to develop autonomy, experience
competency, and encounter connectedness: “If we have kids who aren't actively thriving
in an educational environment, what aren't we teaching them? What level of selfempowerment and self-accountability aren't we teaching?” (Elle, research conversation,
July 17, 2020). Elle had moved beyond the experiences she confronted throughout her
time in school and had used them to create for her students the learning environment she
yearned for.
And Back Again
When Elle started on her educational journey, her oldest was 11 and her youngest
was two. She had been in school for about six months and her daughter had just turned
three. She was doing youth work at church, hosting a Valentine's supper, when her
daughter got hurt; a boy had attacked her. It was traumatizing for Elle and her husband.
She recalled going with her husband to pray in the church and they just sobbed. She
couldn't get out of her head what her daughter said, “That boy did a bad thing, but we
need to forgive him” (Elle, research conversation, July 17, 2020). Elle would carry these
words with her for years to come. As she reflected on the story, Elle shared,
I realize that a ten-year-old kid doesn't get to a place like that, unless he's gone
through a lot of hell first. I didn't even think about it until after I got into special
education and started to work with kids who've been accused of bad things. I
realized if I could do something to help somebody grow and change and move
forward, so that it doesn't become the label of their life, I wanted to do that.
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That's also what moved me to wanting to work with younger kids. That
experience taught me that if you can catch children, and start to teach them
positive coping skills, puberty kind of works like a cementing agent. I wanted to
work with a younger population to try to help nudge them in positive directions
before it's harder to come back from that. (Elle, interim research text, September
20, 2020)
Once again, Elle had looked back on a terrible experience in her life and used it to
inspire her as a teacher. Elle eventually moved to a school to become a special education
teacher over a program created to educate at-risk students with social and emotional
behaviors who had limited independent access to the classroom. When Elle spoke of
working with her challenging students, she shared the importance of showing respect to
build trust:
My mom always said, “You can catch more flies with honey than you can with
vinegar.” So, there are moments like that where you just bite your tongue and,
maybe, even think, “What would Jesus do?” Jesus would call people out on stuff
as he needed to call them out, but he'd do it with love and with kindness. And
how do you do that? It's like anything, you've got to practice it, and the best way
to practice something is to just start doing it. It might be by simply showing some
kindness to a person who is hard to respect. Even with my toughest students, I
would say, “Hey, welcome to my classroom. Here's some of the choices that you
have. I know you just came, but I want to let you know, you and me, we're
starting 100% fresh. I'm going to trust you to the moon and back until you give
me a reason not to; and if that happens, then we'll work together on how to rebuild
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that. But I'm here for you. And I'm going to help you. And we're just going to
do this thing together.” (Elle, interim research text, September 20, 2020)
Over the course of our time together, Elle regularly reflected the challenges
throughout her life and how they impacted her as the teacher she had become:
When I became a teacher, I knew I really wanted to help at-risk students. When I
was a kid, I knew I was smart. I knew it, but it was like I couldn't express it or tap
into it. Ultimately, I grew to hate school and dread my teachers. Later, the thing I
had once despised had now become a purpose—to bring hope to students.
Perhaps, because of my own educational story as a child, I am driven to make
sure the mistakes of the past are not repeated. Many of the students I work with
have been hurt, abused, or neglected. Some have been juvenile offenders, others
are so cognitively low the world has given up on them. Not me. I treat each new
day as an opportunity to discover: for my students, about their world, and what
God reveals to me about myself. The success of my students is not measured in
their academic outcomes but in their desire to grow, learn, and seek hope. I value
every student as unique and special. I recognize strength where others see
stubbornness. I celebrate persistence and tenacity where others see opposition. I
strive to step through the other side of the looking glass and view the world from
my student’s eyes and help them come to understand the world from a safe place.
(Elle, interim research text, September 20, 2020)
Finding Balance
Throughout our inquiry, Elle’s stories reflected tension between her faith and
where it took up space within her teaching. Public schools are seen as a service and place
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teachers as representatives of the government whereby many believe teachers might not
incorporate religious beliefs or practices within the school setting (Hill, 2008). While
this seems to be a common notion of the public school system, Eckert (2011) proposed a
different way to look at faith and teaching. He found faith and religious beliefs to have
long been an impetus for serving the public good and described teaching as a vocation or
calling. Eckert challenged the call to a vocation should not be separated from the
vocation for people of faith. He emphasized that for teachers, “who they are is dependent
on what they believe” (Eckert, 2011, p. 20). Woven throughout our inquiry were Elle’s
strong religious upbringing and beliefs.
Elle attended an alternative licensure program through a religious university. This
experience provided her with the opportunity to connect her deep-rooted beliefs with her
newfound understanding of teaching and education:
I was at a Christian school where we were always having to take the box we were
in, and compare it to another box, and try to find a way to relate the two. Every
course I took, you are taking the box that is the subject of the course of study,
whether it was autism spectrum disorder or staff management, and having to
relate it to the Bible and to past experiences. I think that ingrained in me this
pattern of being able to compare and connect, which is incredibly helpful as an
educator. I did my Master of Special Education and there was that same level of
“Okay, this is the box you're in, how does it relate?” I think I have always been
this kind of person who's been able to take one box and connect it to another and
hopscotch it so that there's this connecting thread all the way through. (Elle,
interim research text, September 20, 2020)
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As it was a Christian school, Elle recalled times when people would put in prayer
requests and how the professors were supportive and quick to offer prayer. The freedom
to share the part of her life was not permitted in her teaching school, provided Elle with a
community. Elle described her community as one where individuals shared in their joys
and struggles and found it to be encouraging. Having the opportunity to unite her two
worlds helped to humanize the process of becoming a teacher. As Elle talked about her
alternative licensure program, she freely wove in elements of her faith:
There’s a wonderful verse, 2 Corinthians 1:4: “God comforts us in all our
troubles, so that we can comfort those in any trouble with the comfort we
ourselves receive from God.” When we go through a difficult experience, when
we’ve come out on the other side of that, we’re able to, with perspective, see how
God has guided us through and helped us and carried us, that we’re able to come
back in the same way. That experiential piece of being able to say, “Well, I was
in a classroom today and this happened...” Being able to share personal
experiences was trust building both ways. There was also that sense of
camaraderie and understanding. Understanding in the sense that “Oh, they get it
and I’m not alone.” Being able to process with somebody else, unpacking a
particular thing and then having your classmates or professor being able to weigh
in and say, “Wow, you handled that piece beautifully. Remember that and use
that again” or “I see where you were going but when you said ‘XYZ’ to that
student, I wonder if that triggered them.” Because that was an ongoing piece of
what we were doing, people got very good at being tactful and respectful. (Elle,
interim research text, September 20, 2020)
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Beyond the experiences shared of her alternative licensure program, Elle’s faith
was embedded throughout many of her stories, most of which she precipitated with “I'm
gonna wax Christian here for a second” (Elle, research conversations, August 13, 2020).
When Elle spoke about feeling supported by her principal, she compared it to the idea of
submission in the Bible:
We obey, not because God says, “I'm gonna throw down lightning bolts and kick
you in the ass if you don't do what I've said”. We obey, because we love God.
Think about your relationships in life. Those ones where you have really been
powerfully mentored or moved by somebody's compassion or respect. I obey
because they first showed love and compassion and kindness to me. In the same
way, God does that for us. That level of obedience, that's really true and sincere,
where you genuinely want to do right by somebody, is coming out of the response
to the love that they have typically showed you, or the kindness. It's very much
the same in teaching and in leadership. You need to be willing to be a servant,
you need to be willing to say, “Hey, what can I do to help you? What can I do to
show love, or care, or compassion for you?” For example, I appreciate and
respect my principal because she's first shown that she cares about me, as a staff
member, as a team member, and as a person. (Elle, interim research text,
September 20, 2020)
As we neared the end of our time together, Elle once again reflected on who she
was as a teacher, this time bridging the tensions she experienced between her faith and
her job, and reflective of the perspective of teaching as a vocation:
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There's all these elements of who I am. I'm proud of those things. I'd say a big
part happens to be that I enlightened people and enabled them to be a little bit
more passionate or move them to action in a positive way. That's probably why I
went into teaching. When I was in youth ministry, you take a hardened, jaded
teen and convince them that God's got something really amazing and exceptional;
that God cares for them. When you see that little light click, and they get it, that
is so huge. As a Christian, when somebody comes to know the unconditional love
of God, those are the moments that I think will stick with me forever and be some
of the last things that flash through my head before I die. What's been most
rewarding for me in teaching is that same sense of enlightenment. When you are
working with a kid who's struggling, they're trying to figure something out and it's
not making sense; then, finally, you're able to help something connect and they
get it. Click… enlightenment! (Elle, research conversation, August 13, 2020)
Elle told of the moments in her life that influenced her becoming a teacher. Her
stories were a reflection of overcoming challenges and how her Christian beliefs
influenced the way she approached teaching. She shared of her struggles in school and
the impact they had on who she became as a teacher. Her story was one of perseverance,
determination, and courage.
Chase
Chase was an enthusiastic participant from the beginning with a positive
demeanor and willingness to engage in the conversation. I felt eagerness and a high level
of interest from him as we spoke. During our initial conversation, Chase shared how he
was returning to school as he considered the next step of his career in education. I felt an
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excitement and developing comfort between us as we talked. I looked forward to our
work together.
Throughout our conversations, I found Chase to be optimistic and engaging as he
spoke about his family, his students, and his community. “I’m definitely a half-full type
of person. Those times I feel unsuccessful, it's like, ‘Well, we did the best we could with
the circumstance’” (Chase, interim research text, September 19, 2020). His experiences
told of a desire to make the world a better place and something I came to better
understand more and more as our relationship progressed through the telling of his
stories. This narrative account is an attempt to convey Chase’s story as it was situated in
a space of influence, his parents influence on him, and his hope to influence others.
Family as Influence
I was “introduced” to Chase’s parents early on in our conversations. Chase was
working on completing his undergraduate degree in Human Development when he took
his first job on the path to becoming a special education teacher. His older sister, who
worked in the education field, sent him a link for a job posting she thought he would be
good at. The position was for a school-based Youth Treatment Counselor (YTC), which
Chase described as a fancy title for a classroom paraprofessional at a youth treatment
facility. Every patient enrolled in the facility had been diagnosed with a disability, which
provided them with special education services. Chase described himself as naive and
young at the time. He accepted the position and thought,
“How bad can it be?” Then, reading some of the backstories of some of the
students that we had, it was like, “Whoa, holy smokes. Is that what we're dealing
with?” I put that aside and shut down the empathy because “I can't show them I
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feel bad for them. I know they've been through a lot of trauma but how am I
going to help them regulate to get back to as normal a life as possible?” So, that
was my approach: going in and treating them as normal as possible even though I
understand that they do have severe trauma. (Chase, research conversation, July
26, 2020)
Chase looked back on his experience working as a YTC and recognized the
challenges of working with troubled youth. He credited his parents with how he was able
to survive so long in such a trying position:
I think that goes back to my parents. I feel no matter who they came across they
just talked to them like normal; not feeling sorry for them if they have a disability
or they've been through some stuff. They’ll say, “Aw, man, sorry to hear about
that” but still try to keep as normal as possible. So that was the philosophy I was
going with. (Chase, research conversation, July 26, 2020)
Chase compared this to others he worked with who dwelled and thought a lot
about the trauma the kids had been through. It was not easy for Chase to work there;
oftentimes, he found it hard to read about some of their background stories. As he read
the stories, he ascribed the students to being survivors but recognized they might have
been lost in their own story:
“Wow. I can't believe that happened to you. You are a true survivor right now.
You don't even know it. You're naive to your survival right now. So, if you're
not used to being a survivor, I don't want to bring that attention to you to make
you feel like you have a lot more on your plate. You're already dealing with stuff
unconsciously.” (Chase, research conversation, July 26, 2020)
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Chase spent three years working as a YTC. Once he graduated with his
bachelor’s degree, he decided it was time to start looking for a new job, one he felt would
start his career. As he wanted to continue to work with students, he applied for positions
in youth detention centers and schools. After applying for a dean position at a local
charter school, he received a call from the principal who presented him with an
opportunity to interview for a special education teacher position instead.
While Chase had worked in a school, this was the first time he truly thought about
being a teacher. Once offered the position, his school presented him with an opportunity
to earn his teacher license within an alternative certification program through
a local university. Chase accepted the position and was placed as a co-teacher in a sixthgrade world history class that included students identified as having lower cognitive
abilities:
One of the biggest things that I really struggled with was getting students to feel
comfortable in the class first and then doing the modified work. It was the same
content, just modifications to their ability. The best thing I did was not favor
them, treated them like everyone else. I just put on them the same expectations as
everybody else. (Chase, research conversation, July 26, 2020)
For teachers who did not typically support students with severe needs, working
with students who experienced cognitive challenges could be difficult and feel
overwhelming. Vaz et al. (2015) found general classroom teachers, through no fault of
their own, oftentimes lacked the required skills to support students with severe cognitive
disabilities. Chase respected his co-teacher and described her as wonderful with
great experience but he could tell she was nervous:
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She was kind of babying them some but then I think when she saw me
talking, like how I’d sound to everyone else, that made her feel more comfortable
to talk to them that way. We were getting more productivity out of the students
that way too—just not letting them sit there and wait for us to come by. It’s like,
“No, no, no. You try this, and I'll be back around and come check on you. So,
you better have something.” I think just having confidence to be okay. (Chase,
research conversation, July 26, 2020)
Chase never wanted to be perceived as “that” person who was really tough on
students with a serious disability. He was being tough on them because he knew they
could do it. Chase felt affirmed in how he worked with students with severe disabilities
as the next year, two students tested out program they were in. He hoped the exposure
they had in the history class and other general classroom settings allowed them to be
more confident moving forward.
As Chase reflected on this experience and the influence he hoped he had had with
the students, he once again returned to the influence his parents had on him:
My parents weren't authoritarian, but they were definitely authoritative. They
were like, “Hey this is what your expectations are, take care of it.” They didn't
micromanage me in school, because I knew, “If I don't do well, they're gonna find
out no matter what. So, let me get to it, let me discipline myself.” I didn’t want to
let myself down because by letting myself down, I was going to impact other
people. (Chase, research conversation, July 26, 2020)
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As Chase retold his stories, he gave credit to his parents. Even though they were
never teachers, to him, they were teachers. With his dad coaching and his mom being the
team mom, they modeled a way to connect with so many different kids while teaching
them “in a classroom that's not a classroom” (Chase, research conversation, July 26,
2020). Chase saw the kids they worked with learned skills that would help them develop
to be better people.
Woven throughout stories of his parents were stories of his friends. As Chase
shared stories of his life, he often spoke of the positive influence within his close circle of
friends:
My parents are still my role models, but I’ve also got to give credit to
my close circle of friends. We have all been friends since middle school and we
added a couple more people in high school who do sports. We pushed each other
so much, like “Hey, man get it done.” We could also be competitive, even though
we're in different fields. Being competitive with each other, like “Hey, you got
there - I could do that, too. I'm about to do well over here.” Having that support
like “Hey, get it done. You're doing awesome stuff.” Right now, we're currently
supporting our friend who’s a cop and he's been going through so much. We’re
like, “Bro, ‘You got it man. We know you're scoring the most. You're making an
impact.’” Having that support circle also is nice. (Chase, interim research text,
September 19, 2020)
The influence of Chase’s parents and friends were embedded across most of the
stories he shared.

101
Coaching as Influence
As Chase reflected on his time with students, the skill he hoped students learned
from him was having confidence:
Have confidence in what you're doing, what you're saying, and be proud of the
work that you’ve done. Everything's not gonna be perfect. Just because you may
not have the perfect answer, you still have that confidence, like “All right, thanks
for helping me out to get there” but don't be shameful of describing what your
thought processes are. Being honest with them helps, too. Like, “I don't
know, let me get back to you.” That's one of the things I want kids to have when
they leave me. Like, “Wow, he may not know everything sometimes, but he has
confidence and actually knows when he doesn't know something.” (Chase,
research conversation, July 26, 2020)
For Chase, this belief came from growing up in the home he grew up in and
through sports. Chase was a big advocate for sports and saw it as more than just extrinsic
motivation for students. He saw sports as a way of teaching and developing life skills
such as being disciplined, being on time, and holding oneself accountable:
I think some of the skills I bring from coaching to the classroom is setting high
expectations. I don't have to scream and yell or try to use my authority figure to
get kids to do something. I think that's one of the biggest things—building
relationships. I think it makes it easy to transition to class and have control and
create a culture in your classroom. I think that's what sports does. Sports actually
lets you get to know the kid outside of a professional environment, you can see
who they really are and that's what I try to learn about the kids during
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downtime. I've been involved. I did go to games and stuff. I would just go and
support. That was how I really got to meet and learn some of the kids. (Chase,
interim research text, September 19, 2020)
True to the lens of coaching, for Chase, student growth was not ever about him
but about the students and what they achieved through their own effort. For teachercoaches, promoting a growth mind-set in students is an important component of growing
life skills (Pierce, Erickson, & Dinu, 2019). Growth mindset has been defined as the
belief children can develop their abilities through hard work, good strategies, and
instruction (Dweck & Leggett, 1988). Research supported the mindsets students held
about their own abilities and how teachers responded to their success and failures and
provided for motivation and learning (Haimovitz & Dweck, 2017). Chase’s view of
growth mindset could be seen through his story of how competition pushed students to be
the best version of themselves:
Everyone's intelligent. They put in the hard work and they never complain. They
had tough days and never gave up. That's why they're excelling right now. That's
probably one of the biggest accomplishments in education right now. I think
bringing out that competitiveness part really helps. It's not about who's the most
athletic, it's who's the hardest worker. It doesn't matter if you're an athlete, if
you're in the arts, if you're a musician. You want to be the best. You're being
competitive with being the best musician for your instrument, you know? If
you're an artist, you want to be known as the best artist. That's being
competitive. Bringing out more competitive aspect is your chance to shine. In
the world, you have to compete. That's how you get jobs. You're competing
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against other people, so let's be prepared. (Chase, interim research text, September
19, 2020)
In addition to his stories about how coaching influenced his work with students,
Chase also shared his experiences working with a coach through his alternative licensure
program. While going through his program, he felt really supported by his coach. He
knew he was able to reach out to her for anything and she would respond back in a quick
manner. Chase gained confidence through this support system as he felt he had
somebody in his corner. Over the course of his first year, he appreciated the professional
development, learning, and support he received:
This was beneficial for me and helped me grow a lot as a teacher. The work that
was presented in my program was all correlated with what I was doing in the
classroom, which made it easy to manage on top of being a full-time teacher.
Personally, I enjoyed earning my license using the alternative route because I had
already secured a teaching job and could lead a classroom with a significant
amount of support. (Chase, autobiography, July 11, 2020)
Within his programs, he submitted videos of his teaching for his coach to break
down and provide feedback. He likened this to breaking down film in sports:
“This is what we were doing great. This is what we were doing wrong.” The eye
in the sky doesn't lie; you can't debate it. Breaking down my teaching film really
helped out a lot, like “Okay, I do see how my posture right there may give off that
instead of what I was going for. I do feel like that was too fast…me speaking
right there. Let's fix that, let's work on that.” Breaking film down really helped
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me on pointing out what parts I'm doing well, and what parts I’m not doing well.
(Chase, interim research text, September 19, 2020)
Chase also credited his work as a YTC in helping to prepare him for the
classroom setting. From his time at the treatment center, he grew to understand how to
control a classroom from seeing different styles of teachers and the systems they had in
place. Having background experience gave Chase confidence while the coaching helped
him create a system in line with who he was as a person.
When reflecting on his first year, Chase felt lucky with the support he had
received and did not feel embarrassed about how many people supported him. When
retelling the story of his alternative licensure program, he shared his appreciation for the
influence his coaches had on him as a teacher.
Community as Influence
Throughout the inquiry, the idea of community as an influence came up time and
time again. Chase told of his own experience growing up in a community, which at the
time was brand new and diverse. By the time he entered middle school, he noticed his
community started to change. From seventh grade on, he started realizing a shift in his
middle school from mostly White classmates to mostly Black, Hispanic, or Latinx. By
the time he transitioned into high school, it was really just only Black and Latinx. Chase
shared how a lot of bad had come into his community but how he did not let it derail him.
He maintained focus on the positive and all of the good in his community. He told of
how his community had a big moment in their sports and they took a lot of pride in it.
When reflecting on his experience, Chase credited living in a diverse community
with helping him be comfortable in any situation. He referred to himself as a
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chameleon—someone who could sit and talk with anyone regardless of their background.
From his experience with community, he recognized the importance for teachers to
understand the backgrounds of the students with whom they worked:
If you are going to a new school, you need to understand what that neighborhood
is like. Does that mean going and driving through that neighborhood? It may be.
That means if there's an event going on in the neighborhood that weekend, if you
got time, swing by just so you have a better understanding of, “Where are my
students coming from and how can I meet them based off of their background?” I
know that's taking a lot out, but how else are you going to do it? You could just
go, “Hey, I’m just gonna teach through this time and that's it,” and move on, but if
you're not engaged in the community, it hurts. As an educator, you are a
community member. You're spending the majority of your time in that
community. Know it, be aware of what's going on in it, and adapt and try to
engage more into it. Engaging can just be teaching but at least you know what
they're doing in that community and how their lives are. The school I’m at right
now is the community I currently live in. It's my community I'm gonna give back
to, so it's nice. (Chase, interim research text, September 19, 2020)
Being a part of a community was more than teaching; for Chase, it was
recognizing he was a positive role model for his students. Teaching close to the
community he grew up in, he embraced this role and hoped to make the biggest impact he
could. As Chase spoke about the importance of community, I was reminded of the
communities of practice theory. While not a direct correlation, I could not help but see
some parallel ideas.
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Wenger (cited in Farnsworth, Kleanthous, & Wenger-Trayner, 2016) defined
community of practice as groups of people who “share a concern or a passion for
something they do and learn how to do it better as they interact regularly” (p. 139) where
learning is viewed as social participation and shapes what people do, who they are, and
guides their interpretations. Given the influence sports had on Chase’s life, I found it
fascinating Chase did not emphasize his coaching opportunities when he spoke about the
importance of community. From this perspective, it seemed community stood on its own.
Wenger discussed the difference between a community of practice and a team where a
community of practice was focused on a common competency (such as students
graduating) and teams were focused on something that could be accomplished together
(such as winning a game; Farnsworth et al., 2016). Wenger saw teams as primarily a
task-driven partnership, whereas members of a community of practice have the capacity
to “engage in the same practice while working on different tasks in different teams”
(Farnsworth et al., 2016, p. 143).
For Chase, being a part of his community was about helping students to be
successful. Growing up in a community where he experienced moments of gang violence
in school, Chase knew he wanted to do more, provide more, and be more for his own
students:
No opportunity…that's where the cycle becomes poverty and criminal
activity. Trying to make ends meet, people will do anything to survive. That's
what we don't want. This is what I don't want to happen. They have too much of
a future, too many great years ahead to throw it away in four years. These four
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years are gonna impact their whole life before they even know it. (Chase, research
conversation, August 12, 2020)
As a high school teacher, he knew his part and the importance those four years
could have on their lives before they even knew it. Chase’s stories told of being more
than a coach; it was of being a part of a community.
Teaching as Influence
For much of his early years in education, Chase supported students who had
challenging behaviors. From those experiences, he knew he had to build a relationship
with the hard-to-reach kids. Finding something in common with kids and sharing
interests helped to break down their walls. He emphasized finding creative ways to get in
touch with different kids and to start with an understanding of what they might be going
through:
I’m patient, even though I'm ready to choke a kid out some day [he said in a
joking manner]. They see that and I tell them, “Some days, I'm patient with you
but there's gonna be days you just drive me crazy. And there's gonna be days I
drive you crazy. We're working together because I know you're still trying—I see
that you’re still trying. I'm gonna keep working with you the whole time.” I'm
being authentic. I think they think, “He's not being mean. He's not being
malicious. He's being himself and he's doing it in an encouraging way.” I'll never
degrade a kid. Since I'm working with a lot of students that look like me, they get
it. Like, “All right, he talks our language.” Sometimes, you got to do that.
Professional talk is not gonna work with a high school kid all the time. If you talk
their language, they'll get it. I used to tell them, “You guys don't notice, but I'm
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way cooler than what you guys think I am.” And they’re like, “Yeah, right.”
It’s trying to bond with them and it doesn't matter what you are. You could be a
white woman, those roughneck kids don’t care what you are. You should be
yourself. They’ll look out for you. (Chase, interim research text, September 19,
2020)
These stories of open-mindedness led me to connect Chase’s experience with the
theory of community of practice. When it came to teaching, he recognized the
importance of not falling back on always teaching the same way. He knew this was not
going to work for some students and he had to meet them halfway. Chase recognized,
ultimately, teaching wasn’t about him: “Don't let your ego disrupt your classroom”
(Chase, research conversation, July 26, 2020). His shared stories of getting productivity
out of the challenging kids through exercising flexibility:
It’s not always gonna be just rainbows and sunshine. We can't expect kids to be
robots. Some days we're dragging ass. If it's one of those days, I get it. “Do what
you can, then. Keep it moving. Let me know if you need anything.” Then let
them be. I think sometimes teachers get that pressure from admin when it comes
to the observations, like some kids were not engaged. Meanwhile, I already
checked in with them and we're on the same page. You want a kid to be a robot
and sit there still the whole time? Some kids are not gonna do that. I know. I’m
that kid sometimes leaning in the chair. I think that’s the biggest thing. If you be
real to the kid, and you're respectful to them, they'll do anything you want them
to. Sometimes it may take a little bit longer but, they'll still get it done for you.
(Chase, interim research text, September 19, 2020)
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As Chase reflected on his stories of becoming a teacher, he shared what he
believed most prepared him for teaching was being excited to be with students and
wanting to be with them. It was the energy the kids gave him and the stories of the
“Aha!” moments. He acknowledged the importance of finding creative ways to relate to
different kids and to start with an understanding of what they might be going through.
His stories reflected how he was patient and authentic. He shared his strong desire to
have an impact on kids:
Making an impact is important to me, especially students who look like me. I
think we already know there's not a lot of black educators right now in education.
So, knowing that I am one of the rare ones, especially in special education, it's
like, “Let me take this platform and do as much as possible with it.” I know
there's some of these students who may not have a male role model at home, or
something like that, and I may be the only thing they have close to. If I'm
working close with them, let me do everything I can to prepare them. I had to opt
in to be prepared for them. That just goes back to my parents. If you're in a role
to help prepare someone for the future, especially if they're a kid who needs that
guidance, do it. Everyone deserves that fair chance to be successful in this world.
(Chase, research conversation, July 26, 2020)
Tensions as Influence
Through much of our inquiry, Chase exuded positivity. When it came time to talk
about what he found to be least rewarding, tensions emerged. For Chase, knowing he
could not get through to some kids, even though he put effort into it, was hard. He
acknowledged some kids just really did not care but just acknowledging was not good
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enough. It was wearisome for him to feel as though he cared more than they did. I could
sense sadness in his voice as he shared, “This is their future. I already have mine, I want
their future to be set up” (Chase, research conversation, August 11, 2020). Working in a
high school, Chase felt the pressures of preparing students for college:
A lot of times they talk in high school about going to college, like “You have to
go to college.” To these kids, they don't. They've been over school since middle
school. They're over it and I just want them to get a diploma and get out. After
they work for a while, maybe they’ll go back because they want more, but they
don't want to feel rushed into it. I'm very honest with some of those kids. I get
school is not for everybody. (Chase, research conversation, August 11, 2020)
For the first time in our inquiry, Chase opened up about the struggles he saw and
experienced in life, creating a tension around the expectation all kids go on to college. In
response to social inequalities, policy makers have long promoted college access for
disadvantaged students (Holland & DeLuca, 2016). When we first began our inquiry,
Chase had shared he worked at a college prep charter school. When talking about
preparing students for college recently, another college prep school shared their strategy
[was] to provide a high school education that feels very much like higher
education, so that by the time they graduate and enroll in college, students will
have already become familiar with—and will have already succeeded at
navigating—the sorts of demands, norms, and expectations that they'll face on a
typical campus. (Domers, 2017, p. 27)
From personal experience, Chase knew college was not the end goal for everyone.
He shared the story of his brother, who was a year older than him, and had even dropped
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out of high school, eventually getting his GED: “School’s not for everybody, it’s just
something to open up more doors if you decide to continue your education. You don't
have to go straight to college. Some people don't go to college, have a high school
diploma, and still have a successful life” (Chase, research conversation, August 11,
2020).
Through sharing his own story of higher education with his students, he hoped to
create a counter-narrative around the expectation success is measured by going to college
right out of high school:
It took me seven years to get my undergrad because I was going part time. I
basically dropped out my first year. When they hear that, they go, “You dropped
out?” “Yeah, my first year of college, I dropped out.” I use my failures as a
learning tool to give to somebody else. I had my failure but I realized that's not
what I wanted. I wanted to succeed, so I picked myself back up. I did the hard
work. I use my failures coming out of high school, to relate to students and they
see what I'm doing now. “It doesn't matter when you finish, as long
as you finish. That's the biggest goal to me and that's all you got to
realize. You're not on a timeline, man.” I think they're really responsive to that.
(Chase, interim research text, September 19, 2020)
He didn’t share this story as one to encourage kids to go to college to find
success; he shared his story to help students understand they had time to make decisions
if they were not yet ready to go on to college. His story reflected a desire to take stress
off his students and help them understand that choosing to go to college was never meant
to be a decision of all or nothing.
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Adding to this was a story from his circle of friends. He shared about how one of
his good friends went to college but realized it was not for him; after one year, he
dropped out. While there has been an increase in low-income students entering college,
completion rates have not responded in the same way (Holland & DeLuca, 2016). Chase
went on to share his friend had a really good life and was financially stable, going so far
as to share he bought his own house, had a job, and was doing well. His story reflected
the tension Chase felt between the dominant narrative of college as the path to success
and the value of working one’s way up through experiences instead of education:
You still got to work, it's just a different route. I like being real for those kids.
College is not the end all be all—yes, it does help out your future if you do go but
that's up to them. I just want them to have the opportunity to choose to go if they
want. They can't go if they don't have the qualifications for it. Alternatively, if
you want to be a mechanic, you don't need college. Go to a trade school. If
you're hands on, do that. (Chase, research conversation, August 11, 2020)
Holland and DeLuca (2016) found youth wanted career education early on in high
school that better reflected the variety of options available after they graduated. For
students, having higher-quality career experiences along with targeted and cohesive
guidance and support could assist in exploring their options prior to graduation, leading
them to make more informed post-secondary decisions (Holland & DeLuca, 2016, p.
273).
I just straight up ask “What do you want to do in life? Like, all the BS aside,
what do you want to do? I can tell you what some steps are to get to it. At least
you’d know the process, so you can start thinking about it yourself and internalize
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it. But you don't have to know what you want to do. Your future’s not gonna be
decided off of your decision right now because things happen in life. You may be
influenced to do something later on that really motivates you. Be open minded,
but at least have the opportunity to take that step once you figure out what you
want to do.” (Chase, interim research text, September 19, 2020)
It was never his intent to lecture; instead, he wanted to help. He shared a story
about a student who did not care about the PSAT practice because he did not want to go
to college. An administrator came in and the student’s head was down. Chase recalled
feeling he could not force the student to do the test. The student did not believe in the
test and Chase understood where he was coming from. Chase recognized that to force the
student to take the test was just going to make him miserable and, in the end, the student
was the one who would have to live with the consequences. After high school, the
student wanted to go to the military. Instead of forcing the test, instead Chase listened
and encouraged the student to finish high school and earn his diploma. For Chase, his
perception of the dominant narrative would have had him pressure the student but he
realized, sometimes, he just had to accept where a student was at and be okay. It did not
make the student a failure:
I think education puts on so much pressure because that's how schools get rated. I
tell kids honestly that I took the ACT and I bombed it. But every college I
applied to I still got in because of my grades and other extracurricular activities. I
had a couple of references in my corner. There’s alternative routes. I tell my
kids, “It's a game and we got to play the game.” I'm very transparent with them

114
about it because this test is not gonna dictate their whole life. It's one test; it is
what it is. (Chase, interim research text, September 19, 2020)
These beliefs Chase held around the idea not all kids go to college were formed
through his life experiences and predated his time in education, yet his struggle to share
his beliefs openly was reflective of the power of a dominant narrative:
When I first started working in education, I was scared to step up and say this
because I felt like I would get frowned upon from my admin and staff. Our
school is trying to be a college prep charter school. So, we are pushing for it but
we don't get every kid that's going that route. We have to adapt to what route they
may go to continue to motivate them. Let's get through this hellhole of education.
Three of my kids graduated this year and walked across the stage. That's my
celebration. (Chase, research conversation, August 11, 2020)
As we closed out our time together, Chase reflected on where he wanted his
journey in education to go amidst the tensions he experienced:
I just want to be remembered as someone who was there to support the kids; an
awesome guy that holds them to expectations. That's it. I don't want any rewards
or anything like that. When education is over and done with, I don't care about
having the greatest test scores or anything like that. When kids think of someone
who helped out in their career, I want them to be like, “Mr. Wallace helped me
out a lot. His understanding of me helped me. Even when I was struggling he
still kept up with me. He kept it honest and 100 with me. He taught me how to
transition to a young adult, how to be an adult. He showed me ways and gave me
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tips and guides.” That's what I want to be remembered as. (Chase, research
conversation, August 11, 2020)
Jake
Jake was the first participant to respond to my call for alternative licensure
teachers. We began our conversation through simple introductions. Jake was pleasant
and engaged easily in conversation and, as I came to know him, I found myself
captivated by his reflective nature and the ways he positioned himself throughout his
stories. Jake’s inquiry reflected a person who desired to advocate for the voice of others
but initially struggled to find ways to share these complex stories and understandings
when talking as himself. As our relationship evolved, Jake’s lived stories shifted from
being about his students to being an advocate for his students. This narrative account is a
reflection of Jake’s wisdom, commitment, and curiosity—not only to his students but to
the field of education.
During our first conversation, Jake presented as a man of few words. While he
was eager to get started, he acknowledged beginning with an autobiography made him
feel somewhat uncomfortable. After a little reassurance on my part, he agreed to send me
something brief to provide some background knowledge. Looking back, I now
understand how difficult it must have been for Jake to write about himself so early into
our inquiry.
To begin our first interview and hoping to create a space of comfort, I asked Jake
to tell me of his path to becoming a teacher. When talking about himself, his answers
were straightforward and, often, brief; however, his openness quickly became apparent as
he spoke about the students he has supported over the years. The distance barrier of
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meeting over a video conference quickly fell away and his caring energy around kids
came through.
In the Shadows
While Jake was slow to talk about himself, as I looked back on our inquiry, a
common trend emerged and grounded him within the stories of his students from the very
beginning of our inquiry. While never directly asked about what made him relate to his
students so easily, early on in our conversations Jake shared his desires as a kid to feel
normal:
I am an introvert by nature. I’m a little bit abnormal on the height front and I just
wanted to be normal. I just wanted to blend in with everybody else, and that was
just not gonna happen. I'm seven feet tall. From third grade, I understood that
that was not gonna happen. I just got through school, I just tried to be a shadow.
(Jake, interim research text, September 19, 2020).
Given how freely Jake opened up when talking about kids and how quickly it
seemed he related to the kids who were often given up on, it came as no surprise Jake
started his path to becoming a teacher at a therapeutic boarding school. Working with
kids during some of the most challenging times in their lives provided Jake with an
opportunity to get to know kids for who they were regardless of how they perceived him:
For the next eight years, I worked in different treatment centers in three different
states. I loved it. It was an honor to work with those residents, staff, and families
through a very difficult time in their lives. I like the way they see life. They just
want to be seen for who they are, not for who people think they are. They're very
intuitive. When I was a therapist, new kids would come in and they were mad at
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me right away because I'm tall and quasi-athletic looking. They would think I
was gonna bully them just like high school jocks did. I was like, “Nah, man. Tell
me your story. I want to know more about you. I want to know more about what
makes you, you.” Once we got past that, those were some of my favorite kids.
They were meanest to me when they first came in and then you start building on
those relationships. (Jake, interim research text, September 19, 2020).
While working at a facility school, Jake had his first experience teaching as a
long-term substitute. Part of his job was to cover classrooms on days there was no
teacher. During a period of prolonged absence, Jake had the opportunity to fill in for a
teacher for a couple of months. Jake admitted, at first, he was a “stereotypical substitute
who put on a movie and had the students take some notes” (Jake, autobiography, July 5,
2020). Over time, his approach changed and he had the opportunity to experience
teaching at a more in-depth level:
I always liked learning. I always liked to explore new things and doing new
things. When I got to teach those kids in rehab, it was cool. It isn't as much as
about the content; it's learning how to learn. Learning how to be open minded to
all kinds of things. So, then teaching had a new perspective. Being in school as a
teacher has a different perspective than being in school as a student. As a student
it’s just compliance: Don’t get out of line, follow the rules, do your thing. As a
teacher, it's about innovation; changing your thinking. I am more philosophically
minded anyway, so I kind of fit better as a teacher. Once I started experiencing
that, it was like, “Okay, I can be better in school now.” (Jake, interim research
text, September 19, 2020)
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This story reflected the tension between Jake’s views as a student and his
experiences as a teacher. A long-standing phrase in the field of education is teachers
teach the way they’ve been taught (Cox, 2014; Oleson & Hora, 2013; Owens, 2013).
Lortie (1975) coined the phrase “the apprenticeship of observation” to describe how
teachers have already had much experience observing professional teachers before
pursuing a path to teacher (p. 61). Lortie posited beliefs around teaching begin to accrue
during an individual’s time as a student. The tension Jake described existed between his
experiences as a student in contrast to his experiences as a teacher spoke to the
apprenticeship of observation from a different perspective. As Jake continued to share
lived stories throughout our inquiry, I could not help but wonder the impact of how Jake
remembered school as a student influenced his approach to teaching, which seemed to
always be student-centered and was rarely meant to be a reflection of himself:
I was working at one of the residential facilities where they have a three-month
program. We had a kid there for six months because his parents just didn't want
to pick him up; they didn’t want him home. They couldn’t get over the hurt that
they felt from some of the choices that were made in the past, and they couldn't
accept the responses they had to some of the outcomes that were going on. As the
teacher, I had a four-month curriculum because most kids were gone by that
point. So, we had him repeating even though he’d already been through it. He
took on this leadership role. I let him run some lessons and talk with other kids
and he was so excited about learning. He went on to school and became an
athlete and did some really, cool things. (Jake, research conversation, July 15,
2020).
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While Jake acknowledged his part in the process, as with many of his stories, he led with
the student first while keeping himself a shadow.
Jake loved working in the residential facilities but, over time, he came to see some
of the systemic barriers that existed. He spoke of stories of where the kids were only
approved to stay for 10 days by their insurance companies and then would have to move
out; for some, they were not ready:
Maybe a month later they would pass away, and we knew they weren’t ready. It
just got really, hard to stay in residential after a while. Over 8 years, we lost
around 17 kids. Once it got to 13, 14, 15... it just gets hard. It's hard to stay
around it. Kids dying will challenge you, professionally and personally. The
negative moments really challenge you personally, so the positive moments, like
working with adolescents, is the right thing to do (Jake, interim research text,
September 19, 2020).
While it was hard to lose so many kids, Jake continued on his path to teaching.
For Jake, so much of education was beyond the scope of a lesson plan and what drew him
to the field was the students:
I don't think its education as the thing, I think I'm drawn to the adolescent voice. I
grew up a grunge kid with the 80s grunge—you know, the Pearl Jam's and
Nirvana's and stuff. I had the idea that there is another way of looking at
everything. I think, when you're an adolescent, you kind of have this
unadulterated view of the world. When you see the negatives, you experience
them but the way you process them is so much different. I think I’m just drawn to
it. Being a curious person, learning, in and of itself, is just an exploration of
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something. Philosophically that just maps right into what makes me happy. (Jake,
research conversation, August 11, 2020)
“Doe Eyes” and “Angry Birds”
Jake had wanted to move to a high school for a couple years because he felt high
schools filled a need for a higher level of preventative care. After losing so many kids
working at the facility schools, he felt moving to a high school would provide him with
the opportunity to connect with teachers and to help kids from ever finding themselves in
residential treatment facilities. As he considered the move to a public school from the
therapy setting, he knew what he really wanted:
I wanted to feel safe. If I feel safe, then I can make others feel safe. So, it's about
that culture and environment. Personal connections make you feel like your voice
is important and it’s then that I can turn that over to my students and be like,
“Your voice is important.” (Jake, research conversation, July 28, 2020)
As Jake transitioned to the district school, he realized there were a lot of skills
similar to what he learned while teaching in the residential facilities: “I went from
working with people, to working with people. So, it was amazing to me how many of the
things I learned in one field translated to the other” (Jake, research conversation, July 15,
2020). Being a therapist at a residential facility had a significant impact on Jake and how
therapeutic approaches could be used to help students grow and learn:
It was amazing to me how many of the things I learned in one field translated to
the other. In the residential setting, we learned that anger is a secondary emotion.
When a kid is angry with you, it’s learning to ask, "Is it frustration, is it
embarrassment? What is it that's driving that emotion?” You learn how to work
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with them. When you're in residential you can't get away from each other; you're
going to be next to each other. In schools, it’s like, “Go to the principal's office.”
No one's forced to kind of sit and think. When students aren’t comfortable, you
have two choices: You can rescue them, and they feel better, therefore you feel
better; or you can understand them and that's uncomfortable. Those are the
moments that help you learn more about what it means to be a better teacher. It's
okay that you're uncomfortable, it's okay that they're uncomfortable. That's what
learning is; that’s what growth is. I think that is the biggest skill that translates
over for me. At the end of the day, we’re just teaching people how to learn. (Jake,
interim research text, September 19, 2020)
As Jake told stories of working in the high school, I could clearly tell he was
drawn to the students who struggled. As I looked back on our inquiry, I could not help
but connect this as an innate desire for Jake to understand student experiences in order to
further gain perspective:
Once you've gone through it 17 times, it really changes your view of students. I
think helping keep kids in school and solving and dealing with some of the
problems they have are two different things. We shouldn't condone poor
behaviors, but we should also understand that they may be in school because it's
still a safe place for them. That has a lot of value to a lot of those kids. Working
in rehab, a lot of those guys didn't feel safe at school. They were fully beat up,
ridiculed, judged, kicked out. Then, there’s not many places for them to turn.
Teachers that come in thinking they’re gonna save the world, I saw this in rehab.
Someone comes in and thinks they are going to change the world and change
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lives. It’s not about you—has nothing to do with you. It’s all about them and, if
you don't care about them, then you’re in trouble. Check your ego at the door.
(Jake, interim research text, September 19, 2020)
Jake’s desire to be in the shadows growing up and his feelings of abnormality
gave him empathy for kids and students who felt different. As he moved into the high
school, he was drawn to the kids who were “disenfranchised” (Jake, research
conversation, July 15, 2020):
To this day I’ll walk through hallways, and if I see a kid that feels like they're
alone or looks like they’re kind of disenfranchised, I’ll give them a high-five, a
fist bump, whatever they need, so they know that someone in the building is like,
“I got you, you’ll be fine.” It's a weird journey. (Jake, research conversation, July
15, 2020)
Jordan and Schwartz (2018) found as teachers sought to understand students, they
experienced empathy. Empathy can be defined as “a complex cognitive-affective skill
which allows us to ‘know’ (resonate, feel, sense, cognitively grasp) another person’s
experience” (Jordan, as cited in Jordan & Schwartz, 2018, p. 103). For Jake, his
experiences growing up helped him empathize with students and provided a space to
maintain high expectations. Teachers would call on Jake when students struggled in class
to have him come talk to the student:
When kids freak out, the teacher calls me to come and talk to them because they
want to talk to me. It’s not because I'm going to enable them, I'll call them out.
Like, “You were not being appropriate for class, and that’s why you’re out in the
hall. Let’s be honest... what the hell is going on?” Students get confused by this.
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I call it “Doe Eyes.” They are sitting there, and they are lost. I think I am a bit
funny but probably more of a smartass. I’m like, “Hi. How are you doing? You
look lost. That sucks. You should ask a question about why it is you’re lost.” I
kind of encourage that and it confuses them, but once they get comfortable with it,
I've seen some pretty positive results. (Jake, interim research text, September 19,
2020)
I could not help but think of the term “Doe Eyes” as something Jake might have
called his own self at a young age. If a teacher had poured into him when he was feeling
left out, would he have looked up with an innocent look that also conveyed trust? What
might his path have looked like if he had felt his teachers poured into him the same way
he poured into his students? Not only did Jake support his students through their
struggles but he was there to cheer them on in their successes:
They were kind of the forgotten ones in the hallway. They did a parade
graduation. They come driving up in this car, and I'm getting them all lined up,
and they're just saying, “I made it, I made it. You told me I’d make it, and I made
it.” I was like, “Yeah you’re good.” Like they’ll never have to go to treatment.
At the end of the day, it’s not about the ones who were gonna make it anyway, it’s
about the ones who might have gotten lost. So many times, in rehab, they are
like, “I just wanted someone to just give me a fist bump, someone just to
recognize that I existed. Didn't look at me like I was horrible.” So, when I go
through the hall, and see some and they’re kind of struggling, it’s like, “I’m gonna
give you a fist bump. I’m gonna learn your name and acknowledge that you exist.
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And every day, I’m gonna see you here in school.” To see those kids graduate
now...it's pretty cool. (Jake, research conversation, July 15, 2020)
It was not just the lost students Jake was drawn to, he was also drawn to the
students who were angry and frustrated; rather, the students who did not hide from the
system stood up to and fought the system. Jake talked fondly of the affective needs
program at his school where students with severe social and emotional behaviors received
special education services and support to access the general education setting:
I would take over an affective needs program in a hurry. I am all about that life. I
call them Angry Birds. I'm like, “Listen, a lot of these kids in your class are just
tolerating you for the entirety of class.” You think it's really a good connection if
you're not hollering but if one says you can go “F” yourself, you know exactly
where they're at. They're upset and they're angry. They're either angry because
they're not understanding material or they're angry because something happened
at home. You're a teacher who represents a larger system that they're feeling
oppressed by, so you're just a vessel. Frame it like, “What's going on?” Start
having those conversations. Don’t hold that against them and you'll find the
Angry Birds will defend you to the core. (Jake, research conversation, July 28,
2020)
For teachers who struggled with the most challenging kids, Jake knew the
importance of not taking it personally. The ability to create positive relationships with
students who experience severe social and emotional behaviors is vital for the student to
experience success in school. To accomplish this, teachers must create “safe learning
environments for students to establish, reinforce and maintain productive relationships
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within the classroom” (Rivera & McKeithan, 2019, p. 2). Teachers must not assume
students have age-appropriate social and communication skills:
Then it's like, “Why are you holding a grudge? Because you don't know anything
about them, or you think you do? You just don’t like how they interacted with
you. Don't take it so personal.” I know it's hard, it doesn't mean you can't cry it
out sometimes. It doesn't mean that a couple of Angry Birds you connect with
aren’t going to turn around and hurt you, because they know they can. They're
hurt, hurt people hurt others. You can be offended but, whatever it is you do,
don't hold it against them, they don't know any better. Safety is emotional.
Safety is relationships. Safety is having someone... (Jake, interim research text,
September 19, 2020)
Whether it was the “Doe Eyes” or the “Angry Birds,” for Jake it was always about safety.
He needed it for himself and he needed it for his students.
Perspectives on Learning
While so many skills were transferable between the settings, Jake found systemic
barriers, or tensions, existed within the district school as well:
It's hard working in public schools because there’s a philosophical idea of what
educational learning should be and then there's a regulated enforced idea.
Merging those two ideas are pretty tough but, at the end of the day, I think it's
important that, especially high school students who are trying to find themselves
anyway, can experience something where it's like, “I'm different.” I get that, I
look different. A lot of people say it is a positive. “I get that you are different, so
tell me about how that affects you…”
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I think, in public education, a lot of people come in with these ideals of
wanting kids that sit there paying attention and the content is gonna be exciting to
them. The content is not exciting to them unless we make them excited about the
content. There’s all these cliche kind of weird sayings like “meet them where
they’re at” and all that kind of stuff. But I think when I observe teachers, they see
it as “This is what it is.” But that’s how you see it—the student sees it differently.
One of the things in therapy is that they're painting a picture. I can stand behind it
and keep asking them questions about it or I can stand behind them and kind of
see what they’re painting, to understand where they're coming from. I think that
I've always kind of been someone who's intrigued by different people. And
having that kind of background really helps when you’re working with students,
to kind of be like “tell me what you think this is. Tell me why you think this is.”
And I can kind of learn where the gaps are from there. (Jake, interim research
text, September 19, 2020)
As Jake told of his ideas around public education, I was reminded of the emphasis
placed on student compliance. Graham (2018) challenged the notion student behavior
should reside “squarely on the shoulders of students” (p. 1245). She found the perception
teachers had around a lack of student cooperation could often be reflective of student
confusion. Furthermore, she indicated students’ classroom experiences could have a
shaping effect on student resentment of and behaviors at school over time. Through these
reflective conversations, Jake began to open up about his thoughts on learning. He began
to move away from a focus solely on the student to his part in the process and who he
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saw himself as a teacher. Jake saw lasting learning as something that occurred through
being constantly curious and understanding different perspectives:
I'm curious about how they're receiving information, I'm curious about how I'm
presenting and how they're receiving and how that stuff is going. I'm always
curious to hearing a different perspective. I'm a passionate guy. I have my
opinions but I'm always curious. I like a good conversation about just about
anything, so long as it's authentic. I think it kind of comes out and then,
hopefully, it creates an environment where students feel free to speak their mind
and share their voice. (Jake, research conversation, August 11, 2020)
Curiosity has been identified as the key to success across learning and defined as
a desire for knowledge that leads to exploratory behaviors (Amorim Neto, Golz, Polega,
& Stewart, 2020; Cooper, 2019). When examining the impact of curiosity on studentteacher relationship, Amorim Neto et al. (2020) found:
Curious teachers may display more genuine interest in their students by
demonstrating that they care about their students’ thoughts and feelings, their
academic success, and their lives outside of school. It is possible that students are
also more open to socially curious teachers, who are therefore more responsive
and willing to engage with them. (p. 6)
As a part of Jake’s job, he worked with students who had finished high school but
were still at an age to receive special education transition services. The students Jake
worked with experienced significant cognitive challenges. His reflection on his time with
this unique population created opportunities for Jake to experience learning in a different
context:
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I’m just interested in the kids. I think, especially in special education, a lot of
people put their views onto kids, so they adapt to this bubble that's been placed
around them from parents, paras, support staff, and teachers. When they come to
transition it's like, “Who are you, who do you want to be? You just tell me. And
guess what? It may change next year and the year after but that's cool.” I'm
genuinely interested in their voice so I make opportunities for them. I think the
therapy job really helped get the skills to build that. Everything is done for them
through high school, almost literally for them. If they don't know the answers, I'm
like, “I don't care. Tell me what you think you. There is no wrong answer, as
long as you can tell me what you think.” You'd be surprised, even more impacted
kids can articulate a perspective. And it's awesome. Ultimately, that's what this is
about. It’s about perspective. I want them to engage in the learning process, to
fail, and to be okay with that. (Jake, research conversation, July 28, 2020)
As Jake shared stories about his students, it provided opportunities to reflect on
his own learning through an alternative licensure program. When he started at the high
school, they told him about the opportunity to enter into an alternative licensure program
while teaching. At the time, the school had no idea how he would apply for it or what he
needed to do to get in. Jake referred to himself as their “guinea pig” (Jake, research
conversation, July 28, 2020) but he felt really supported along the way. During his first
year, he had an instructional coach he was able to ask questions of as well as a mentor
teacher. Jake and his mentor teacher engaged in dialogue about instruction,
differentiation, accommodations, and modifications as these were areas Jake had not
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experienced while working at the rehab facility. When Jake looked back on his first year
as a teacher, he reflected on his feelings of preparedness:
I think I felt underprepared to be a teacher…the role of the teacher. As far as
getting in the classroom and engaging with the students, I'm on that. It’s like the
Carnegie Hall thing, right? “How do people get to Carnegie Hall? They fail their
way there.” The athlete thing for me was really good because you had to be okay
failing in front of thousands of people. If I'm going to fail in front of a room of 30
kids, that's not a big deal because, believe me, I've made some comical mistakes
in front of a lot more people. That helped develop that part of myself that
sometimes it may not go the way I want it to. But that's how it goes. Failing in
front of students is the chance to model “I screwed up.” Those would cool
moments to connect with kids and then build relationships. Bringing those two
things together was really big. (Jake, interim research text, September 19, 2020)
When discussing feeling underprepared for the role of teacher, Jake had a positive
outlook reflected in the grace he gave himself along the way. For alternative licensure
teachers, Jake acknowledged they still had something to offer to the position:
Imagine if you didn't have student teaching. Imagine if you didn't have all those
things before you were actually in front of the classroom in that position. So, take
all that away. Here you are in this position and you're learning as you go. Think
of how big that gap is. I worried because I think other alternative licensure
teachers, by the end of their first semester, start to feel like “I can’t do this.” It's
like, “No you're closing this gap that isn't your fault. You bring something to the
table. You're an engineer or in science or you're a writer. You bring something
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so tangible to the field.” Which I think is so important. You have to give
yourself grace as you come through it because it's a skilled job. (Jake, research
conversation, July 28, 2020)
While there is mixed research on the benefits of prior work experience for
teachers out of alternative licensure programs, research has shown a positive relationship
between occupational experience and teacher effectiveness for beginning teachers. When
provided with professional learning opportunities, teachers who had work experience
were shown to have positive effects on student achievement and could help to connect
classroom learning to students’ career paths (Devier, 2019).
Jake saw his ability to overcome the hardship of being a first-year teacher as a
personality trait that developed from his lived experiences. As an alternative licensure
teacher, he felt like he understood he would come into a school, screw up a lot, and get
better:
There is a personality trait to teaching. I think being an athlete really helped in
some ways. I came in expecting to screw up a lot. I wasn’t comfortable with that,
but I came in expecting that it would happen, and I would be like, “Okay, don’t
make the same mistake twice. You’re just gonna have to get through.” (Jake,
interim research text, September 19, 2020)
He shared how experiences within an alternative licensure program became the learning:
I would experience it and then I would connect it. Oftentimes not in the same
moment, but I needed to connect it the second time around. So, I think I'm a learn
by doing kind of guy anyway. I got manipulated pretty hard by a kid when I first
got hired in rehab, and my staff and everybody gave me some pointers. The team
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I was on was so cool because they're like, “We all saw that coming but you have
to go through it before we can really tell you why.” I remember sitting there
being humbled. (Jake, interim research text, September 19, 2020)
As Jake reflected on his time within his alternative licensure program, he spoke
fondly of his cohort. He appreciated how collaborative his cohort was and the support he
received from his professors. He found his cohort really came together as a group and
had a great lead teacher. After spending eight hours in the classroom, they would go to
the bar and continue the conversation. Beyond learning from his coach, his mentor, and
through experiences, he learned from his peers. As a cohort, they had set up a shared file
that collected different notes, readings, and thoughts along the way. He appreciated the
collaboration and the conversations.
For Jake, having gone through an alternative licensure program where much of
his learning came through experience, he felt his views of teaching were more than the
content he took away from his program:
I don’t have a trained mindset. I think, in education, you come through school
with a traditional kind of training, like, “This is how we look for things. This is
how stuff goes.” You get so wrapped into that. So, I think alternate pathways
plays a part because background comes in. I think a lot of my colleagues are
always looking for something like, “Why don't you get this?” They're looking for
the answer as opposed to the journey of having it explained. I think I’m much
more journey-focused and story-focused and they're much more like, “This is the
rigor of how you get there.” There are a lot of ways you can write a paper.
They’re like, “Oh, it's this or that format.” That's cool, but you're not allowing
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people to tell their story through the writing. They are writing to your story.
That’s not an authentic voice. That's like if you read the same type of book over
and over and over you get bored. You need to read writers that start at the
beginning and then work with them; ones that start at the end and then work their
way back; and ones that have different lines that come together. There's so many
different ways of getting your voice across. (Jake, research conversation, August
11, 2020)
Out of the Shadows
As we moved throughout the inquiry, there seemed to be a turning point when
Jake felt more comfortable in sharing reflections about himself. His conversations
shifted from a focus on his students to opening up about his own thoughts and where his
perspectives came from:
I overthink everything. I'll think about it far longer, and far more than I need to. I
have no idea why that is. I think it's evolved over time. Growing up in a larger
family no one cares what you think, and you end up thinking too much because
you can't really share a lot. I don't know. I think there's a part of it that's
conditioned and a part that's just kind of how I'm wired. I'm a perfectionist. I'm
philosophically minded. I like thinking about the “what if’s” and “what could
be’s.” I think in some ways, it helps me see multiple sides to issues. Whenever I
make decisions it isn't always what's easiest and best for me, it's about looking at
the big picture, thinking about the different sides and considering different
perspectives. (Jake, interim research text, September 19, 2020)
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Jake credited playing team sports and working at the residential facility for
helping to understand other’s peoples’ perspectives. It was important to him to know,
while he might have experienced something one way, it did not mean other people
experienced it in the same way. Around the midpoint of our inquiry process, the tone of
‘being different’ changed. Feeling different was still a part of who he was but had
become a positive tone within his stories:
I think being so tall and kind of being abnormal and getting attention from that
makes me a little more empathetic to people who are different, and then
appreciating that difference. I think a combination of my own life experiences
helped with understanding perspectives. This solidified when I became a
therapist, it's like, “It's not about me, it's about you.” (Jake, interim research text,
September 19, 2020)
As Jake opened up about who he was as a person, he discussed the difference in
how intuitiveness and sensitivity were applied. On one hand, he felt sensitivity and
intuitiveness could be used to be a rescuer for students; while on the other hand, he felt
sensitivity and intuitiveness could be used as a means of starting a conversation:
“I'm going to meet you where you're at. And then, we're going to end up
somewhere.” It’s a starting point. You gotta have tough conversations. They're
going to be resistant. Then, as they open up, you get further. I think that comes
from my training and background. I've always kind of been someone that can
relate to people who are different, because I saw myself as vastly different. I’m
kind of intuitive to that. (Jake, research conversation, August 11, 2020)
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Through his work at the transition center, Jake was in a leadership role that
required supervising a number of paraprofessionals. He never saw himself becoming a
role model, leader, or someone who should be in charge of people:
I’m introverted by nature and I keep to myself. But you're in a leadership
position, by default, when you're in a program or a facility. It's a leadership
position and people are looking at you. They need you to be the expert and they
need you to be confident. It was very uncomfortable for the first couple of years
to kind of be like, “Y'all have to listen to me.” It seems at times like that can be
somewhat opposite of someone who identifies as introverted. I think, again,
athletics helped because I had an alter ego on the court. So, I kind of just adapted
that for the other environment; like that Jake is way different than my right now
Jake. (Jake, interim research text, September 19, 2020)
Within his transition team, he desired and created an environment where people
could speak freely. When it would be time to have a meeting, he would encourage
different perspectives. To Jake, leadership was about modeling appropriate behaviors for
his students: “You model for the kids that it’s okay if we don't agree on everything, but
you can still be cordial and friendly. You can still have a good working relationship.”
(Jake, research conversation, July 28, 2020)
When talking about where he saw himself in the future, he shared his desire to get
his administrator’s license and to gain a deeper understanding into how education worked
from the systemic side.
I want to effect change and I want to be a part of those conversations because I
think I have an interesting perspective to add. I think there's some really heavy
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systemic things we’re fighting. Once I've learned more about the system and how
it's run, to take that knowledge and see if there's a policy piece where something
can change. (Jake, research conversation, August 11, 2020)
For me, it came as no surprise Jake showed a desire to pursue a leadership
position to address systemic barriers for students. When discussing the least rewarding
part about education, Jake identified the process of completing IEPs as one where he felt
forced to place students within a pre-determined structure.
“Test scores say this, so you're this. You're reading comprehension says this, so
you’re this.“ You're trying to define a disability that everyone experiences
differently. They say you are supposed to write to their strengths but, really,
you're looking at the weaknesses. It’s parents putting a voice and teachers putting
their voice. Even in student led ones, they’re talking at the kid; not with them.
Other parts of themselves—artistic, music, social skills, whatever—would
blossom. (Jake, interim research text, September 19, 2020)
While Jake believed a student getting an IEP was helpful, he felt the paperwork
started with a great concept and was then “legislated” (Jake, research text, August 11,
2020) down to a point where there was no longer student or teacher voice. Despite the
importance of involving students and families in the planning process, he felt barriers
limited family engagement. Such barriers have been identified as a lack of understanding
of the planning process, limited options for getting involved, and language barriers.
Although many educators consider family and student preferences to be key to
meaningful outcomes, in light of these challenges, discussing these issues with families
has not been typical practice (Childre & Chambers, 2005).
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For Jake, as was shared throughout his inquiry, he felt student voice was loudest
when students were learning and it is those voices, those connections, he desired to come
out in the IEP process:
If I could change it, I would just say a student's been identified with special needs,
and here’s some accommodations that they may find helpful. I would not try to
define it. You say, it’s got to be autism, or cognitive, or all these different things
and it’s like, “No you’re a student who needs extra support services to get through
school.” Why try to define the disability? (Jake, interim research text, September
19, 2020)
Within the evaluation process, Jake questioned the unintended consequences that
occurred for a lot of students. Jake acknowledged students have different learning needs
but felt those could be worked into accommodations and modifications:
They go into an exam and need to work hard but its gonna expose all these gaps
in their learning. They walk out feeling like an idiot. Why would we expect them
to engage in school if they feel like they're never going to get there? You might
have someone who understands math in a different way and just how they get
there is different. If there's flexibility in curriculum, they know they can read a
book on tape and give an audio report that's as in-depth, or more in depth, than
anyone who can write it. It's about grasping the content at the end of the day, but
we’re so traditional in how that's demonstrated. There's a lot of ways to
demonstrate learning and how to really apply them to today's world. (Jake,
research conversation, August 11, 2020)
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Jake’s desires to move beyond special education assessment carried into his ideas
about standardized testing:
In high school, you're teaching to the SAT, the PSAT. Your goal is already predetermined, the curriculum has already been pre-determined when you get there.
I'm an adult who never stopped asking “why?” Most adults stop asking and start
accepting that all this exists and, because it exists, we should all just be okay with
it. I'm never going to stop asking why. Why do we do this? Why is this norm
structured this way? Why is it so black and white? (Jake, interim research text,
September 19, 2020)
I did not perceive Jake truly wanted an answer to his questions; rather, it was not enough
just to follow along. True to his beliefs around curiosity, he wanted to explore the
purpose and long-term benefits to students.
As we closed out our time together, I saw Jake come full circle, settling in a place
where he merged who he was with who he is and his desires to impact students:
I don't want to be remembered. I'm not someone who wants to be really
remembered for things, I just want to help facilitate their own little growth and
then they just run with it. I hope when kids leave whatever it is I'm involved in—
be it sports, in a classroom, via an activity or a personal interaction or whatever—
that they leave knowing it's okay that they're done and that they're confident.
That would be… That'd be awesome if they just felt better about who they were.
The rewarding thing is when the bell goes off and you lost track of time, and you
can feel when the students and everyone's in it. They're happy there and you just
want to stay there. And it's not just me, they're getting it. That’s the rewarding
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part, when they start to be really confident. Yeah, that's the most rewarding thing.
That's pretty much the pinnacle for me. (Jake, interim research text, September
19, 2020)
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CHAPTER V
DISCUSSION AND CONCLUSION
I began this study with an exploration of alternatively licensed teachers. The
literature reinforced popular discourses in an absence of teacher voice. The research on
alternative teacher preparation programs emphasized limited experience, lack of
preparedness, and low retention; however, very little research captured the stories to live
by of the individuals themselves. Prior research around alternatively licensed teachers
was limited to the exploration of the teachers through concepts directly related to the
scope and outcomes of the preparation programs (Jorissen, 2002; Kee, 2012; Thomas et
al., 2005). Within an approach such as this, people were often seen as representations of
categories and the research shaped the way the individual was seen by others. Rather
than being seen as a path to certification, being an alternatively licensed teacher became a
type of teacher. The over-simplification of identity through categories singularized
stories and kept us from gaining a deeper understanding of experience.
Adichie (2009) warned against seeing dominant stories emerge out of research as
single stories. The single story represented ideas created in light of a dominant narrative.
For Adichie, the problem with a single story was it created stereotypes and the problem
with stereotypes was not that they were untrue—they were incomplete. They made one
story become the only story. To insist on only the dominant stories was to flatten an
individual’s experience and to overlook the many other stories that formed a person’s
identity. When one story was the only story, the plotline was incomplete. The process of
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identity making added new dimensions and complexity to dominant stories that are all
too often linear.
Throughout the inquiry process, I began to see the many stories to live by, in my
own life, composed around my teacher identity, not just those around my path of
becoming a teacher. These stories shaped the person I am and whom others understand
me to be. This identity was inclusive of my position as an alternatively licensed teacher
but was not solely composed of those stories. While I sought to understand the
experience of the participants, I was reminded the participants of this study shared
multiple stories of identity beyond those of their programs. My inquiry into the
experience and identity making of my participants could not be limited by single stories.
As I considered the experiences of the participants, narrative coherence helped to make
sense of the ways the participants composed complex and intertwined stories to live by.
Carr (1986) suggested narrative coherence occurs when we are able to make sense of
complex and, oftentimes, multithreaded lives. As new experience adds new dimensions
to the stories to live by, we begin to see “events that were lived in terms of one story are
now seen as part of another” (p. 76). In other words, to make meaning of experiences
within an individual’s stories, new stories might be capable of accommodating both new
and past experiences.
The purpose of this inquiry was to explore the narratives told by four alternatively
licensed teachers about their experiences of becoming teachers. I explored these stories
with the participants through the lenses of experience, preparedness, and retention and
then analyzed the stories for knowledge, attitudes and skills of the participants
themselves. The lived stories of the participants reflected cultural understandings of
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working with diverse populations and were reflective of experiences prior to and outside
of their certification process. The field of teacher education emphasizes the importance
of diversity and multiculturalism in the preparation of teachers (Banks & McGee Banks,
2004; Gay, 2010; Ladson-Billings, 2009); yet, research reflected that programs continue
to grapple with the task of preparing teachers to teach in diverse milieus. While Villegas
and Lucas (2007) called for the infusion of multicultural education throughout programs
as opposed to stand-alone multicultural education courses, a gap continues in
understanding how the beliefs and experiences teachers bring contribute to their approach
to culturally responsive teaching. Across all four narratives, identities of the participants
emerged amidst the tensions they experienced throughout their journeys of becoming
teachers. Using personal, social, and practical justifications within the narratives, inquiry
methodology allowed for situating the participants’ lived stories within the context of the
current educational climate.
As I moved through the inquiry, it was important to view the analysis process not
as a series of steps, rather a negotiation occurring from beginning to end and across the
narrative accounts (Clandinin & Connelly, 2000). As was discussed in Chapter III, in
creating the final research texts, it was important to attend to the many layered narratives
at work within the inquiry space and to position these research texts theoretically. What
began as individual participant stories and researcher notes became narrative accounts of
each participant that created the groundwork for discerning meaningful threads. By
returning to each narrative account while holding the other narrative accounts in my
mind, I looked for threads woven through and across the lived stories of the participants.
There was a moment in time when I lived amongst the research texts and, again, looked
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to the puzzle that guided this inquiry: How alternatively licensed teachers describe and
come to understand their experiences to live by.
To situate the participants’ lived stories within the inquiry, I first considered the
research puzzle through two different lenses. The first lens considered how each of the
participants described their lived stories. I recalled the first level of analysis in which I
looked at participants’ stories, told in bits and pieces, through narrative coding and
metaphors (Downey & Clandinin, 2010). While composing the narrative accounts, I
attempted to enter into the stories told and allowed them to work within me. Clandinin
(2013) identified stories as being nested within other stories; no one story of a person’s
life could be parsed out and made separate (p. 22). The composing of the narrative
accounts involved reading and rereading, writing and rewriting, while reminding myself
to “focus one eye on stories lived and told and the other on the stories and lives that live
at their edges” (Downey & Clandinin, 2010, p. 392). While the participants’ stories
reflected their experiences within the context of their lives, the dominant narratives
around experience, preparedness, and retention emphasized in the research were never
too far away.
As I moved from the interim research narratives to the final research texts, I
passed the participants’ lived stories through the second lens of the research puzzle—one
of coming to understand their experiences. For each of the participants, while their
narratives were presented in a somewhat cohesive manner, the telling and retelling of the
stories were complex and woven across the landscape of their paths to becoming
teachers. As the inquiries moved forward and our relationships strengthened, the
participants shifted from retelling stories through details to connecting experiences to
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who they identified themselves to be as teachers. Throughout this process, the
participants shared stories reflective of tensions that spoke to and of their identity
formation (Pillen, Beijaard, & den Brok, 2013). To transition from the interim texts to
research texts, it was important to position the individual participant’s narratives amongst
other streams of thought, research programs, and ideologies.
Narrative inquiry as the methodology provided the space to collect and compose
the four participants’ stories to live by. Stories to live by were the trends that emerged
from the individual experiences to create the threads carried across the collective
narratives. It was these stories to live by that added to the research on alternatively
licensed teachers.
The Emergence of Narrative Threads
The four participants within this narrative inquiry have been presented in ways
that allow for complex understandings of themselves as individuals and their identities
within their stories of becoming teachers. “Multiple plotlines” (Clandinin & Connelly,
2000, p. 147) emerged as the participants told of their lived experiences. I looked across
the participants’ stories of experience and within the tensions to seek narrative threads.
Clandinin (2013) explained his experience within this process:
By intentionally focusing on what we called threads, we were interested in
following particular plotlines that threaded or wove over time and place through
an individual’s narrative account. Then we laid the accounts metaphorically
alongside one another, we searched for what we, as a team, saw as resonances or
echoes that reverberated across accounts. (p. 132, emphasis in original)
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Although the participants told different stories, similar threads ran throughout the stories
reflecting who they had become and who they yearned to be as teachers.
As I sought out the narrative threads, I carried with me the importance of thinking
with my participants’ stories as opposed to thinking about their stories. Morris (2001)
referred to “thinking about stories” (p. 55) as occurring when we conceive of the
narrative as an object and allow for reason and objectivity to drive the interpretation of
the stories. When we think about stories, we run the risk as researchers of imposing our
own ways of thinking on the stories we encounter. Conversely, when we think with
stories, we attempt to suspend judgment and interpretation to allow the learning from the
situated stories to emerge. Clandinin et al. (2015) recognized that while thinking about
stories fits within dominant paradigmatic knowledge structures, in doing so, people are
seen as “fixed and frozen objects rather than people living out experience” (para. 16).
Thinking about stories creates a space to interpret experience through an outside, often
disconnected lens and risks the creation of narratives that suit the purpose of the inquirer.
Thinking with stories required a reflection of my own participation and how my stories
were also situated within the inquiry. This provided for the voices to emerge from the
experience. As a narrative inquirer, I laid their stories alongside one another and the
relevant literature to better understand the depth and breadth of their experiences. I
unpacked their stories using the lens of identity, not only to address the research puzzle,
but also to position the individual inquiries beside social significance (Clandinin &
Connelly, 2000).
Through the stories shared and narrated, each participant’s voice emerged as a
reflection of their experience of becoming and identity in being a teacher. As I reflected
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on the participants’ stories, I continued to struggle against the natural inclination to pull
out themes while honoring the intention of threads within narrative inquiry. As I laid the
stories side by side, I began to see the underlying threads emerge through the
participants’ narratives and where they began to overlap. Initial threads emerged from
the outer edges of their lived stories in response to the dominant narratives that pervaded
existing research. Out of the four narratives emerged threads that created stories to live
by of alternatively licensed teachers in response to the inquiry puzzle: How alternatively
licensed teachers describe and come to understand their experiences to live by.
As the participants described their experiences, threads emerged in response to the
dominant narratives around experience, preparedness, and retention. When retelling their
journey of becoming a teacher, the participants shared stories reflective of teacher
qualities more than the experiences attached to their alternative certification programs;
when describing their thoughts on preparedness, the importance of relationships emerged;
and when considering retention, the participants shared of desires to impact and influence
students’ lives. Each of the threads around experience, preparedness, and retention
culminated in a discussion that emphasized the stories to live by as they related to the
dominant narratives told within the research. As I contemplated how the participants
described their stories, I understood their experience in a new way and an unintended
fourth thread of identity emerged.
I concluded this narrative inquiry study by looking at the threads developed out of
the participants’ narratives and by examining what they revealed about alternative
licensure teachers within the context of the personal, social, and practical justifications.
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Thread One: Alternatively Licensed
Teachers’ Experiences Reflected
Qualities of Perceptive Teachers
Throughout the inquiry, the participants were asked about their experiences of
becoming teachers. Within the literature around alternatively licensed teachers,
discussions of experience often emphasized the course work and preparation that
occurred once the participants were admitted to a program (Zeichner & Schulte, 2001).
As the participants shared of their experiences and their stories to live by
evolved, McConnell, Conrad, and Uhrmacher’s (2020) qualities of perceptive
teachers came to mind. This framework provided a space to consider the qualities of the
teachers as opposed to the qualities of the programs.
When considering teacher quality, a layer of complexity is added as it relates to
the increased diversification of students in schools. In response to a more diverse student
population, Conrad (2012) emphasized the need for teachers to be responsive to the
individual cultures, ethnicities, and languages of students. The framework proposed by
McConnell et al. (2020) exists within the intersection of culturally responsive pedagogy
and educational psychology where the concepts around motivation and culturally relevant
teaching share similarities. The perceptive teaching approach is not intended to be a
checklist; rather, it identifies the process through which “teachers continually reflect
upon, learn about, and adapt their teaching practices to meet the needs of their diverse
students, as they engage in exploration of rigorous and relevant content” (McConnell et
al., 2020, p. 13).
This framework identified eight qualities divided into two parts: “Who I Am” and
“What I Do” (McConnell et al., 2020, p. 14). “Who I Am” is reflected in the traits that
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make up the core values of a person while “What I Do” is reflected in the qualities that
make up direct behaviors of teaching and interactions with students. The qualities of
“Who I Am” incorporate open-mindedness, awareness, caring, and authenticity. “What I
Do” occurs when teachers personalize the experience, teach the whole person, teach with
intention, and develop student autonomy. Through a combination of these traits, teachers
are able to create culturally inclusive classrooms.
Keira. Keira told many stories that reflected the qualities of open-mindedness,
awareness, personalizing the experience, and developing student autonomy. The quality
of open-mindedness is reflected in teachers who are receptive to new ideas, situations or
people, and are willing to take risks (McConnell et al., 2020). Keira reflected the quality
of open-mindedness within the stories she told of being a perfectionist. While Keira
identified as a perfectionist, which on the outset conjures up images of rigidity, she
emphasized her willingness to change her approach “if someone presents something that
seems better” (Keira, research conversation, July 15, 2020). Her desire to help her
students grow superseded her desire to stay the same path when it came to supporting
teachers and students. Keira was open to taking risks and trying new things. When
sharing about her special education group of boys, she discussed an idea she had around
exploring masculinity through super heroes and the hope it might help the boys see their
own behaviors and attributes in a new light. This idea, while not often taught in
classrooms, came out of a responsiveness to the boys and their beliefs around how they
should act.
Keira’s awareness of gender, culture, and disabilities resonated throughout her
own stories and was reflected in the stories of teaching and coaching she shared. The
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quality of awareness is reflected in the understanding of one’s own value, culture, beliefs,
and practices. From early on in the inquiry, Keira shared her perceptions of gender as it
related to the role of teaching and was almost regretful she ended up in such a femaledominated role. As Keira reflected on her role as a teacher amidst her early thoughts of
teacher as a female-dominated role, she experienced a sense of awareness to the
narrowness of her thinking. Later in our conversations, she seemed to redefine her ideas
around gender and teaching: “I think in some ways, I now know that the role is not
necessarily how I pictured it to be” (Keira, research conversation, July 15, 2020). In
addition to understanding of one’s self, the quality of awareness also incorporates getting
to know and understand students. Keira’s reflective nature did not stop with her thoughts
of herself as a teacher, she carried this awareness into her approach of coaching others: “I
bring all those [ideas[ into my coaching, whether that's me being a female coach of a
male math teacher, or whether that's talking to my white coachees about teaching in a
classroom that's full of students of color” (Research conversation, July 28, 2020).
Keira shared stories of culture and the systemic challenges she observed within
the education systems in both Ecuador and the United States. She reflected on the
potential motivation she experienced as a result of the “white savior complex” and how it
was detrimental to her students. This sense of awareness was reflective of understanding
herself and her students in the midst of external cultural influences. Keira shared her
realization of how her desire to help took opportunities away from her students: “I felt
like I was always advocating that teachers change their materials so that students with
disabilities could access them, water them down, make them easier to access, and things
like that” (Research conversation, July 15, 2020). Keira was aware of the underlying
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message sent to students with disabilities when they were not called on, a message of
“You don't think that I can answer the question” (Research conversation, July 28, 2020).
In response to this realization, Keira shared how she shifted to creating high quality
lesson plans reflective of what students specifically needed.
The qualities of personalizing the experience and developing autonomy for
students was a trend throughout her narrative. A perceptive teacher personalizes the
experience by providing multiple ways for students to engage in the learning (McConnell
et al., 2020). Keira’s stories of providing individualized experiences were reflected early
on during her time in Ecuador. Keira told of trying to meet their individual needs while
also honoring who they were as people: “My co-volunteer and I, even though we had no
teaching experience, tried our best to adjust our instruction to provide these students with
the love, affirmation, and differentiation they needed to obtain the success that we knew
they could” (Autobiography, July 4, 2020). As she developed an understanding of what
students needed and how teachers could respond to those needs, she connected with how
to help students take ownership over their own learning. Developing autonomy occurs
when perceptive teachers help students to become “agents of change” (McConnell et al.,
2020, p. 15) within their own lives. When talking about her “boys group” (Keira,
research conversation, August 12, 2020), she shared stories of helping students to better
understand their accommodations in order to be prepared for the post-secondary world.
Elle. Elle’s narrative was reflective of a teacher who cared deeply for her
students, was authentic in her interactions, and one who taught the whole child. These
qualities emerged from a life of struggle and perseverance. Elle’s experiences with her
“bad teachers” (Research conversation, July 27, 2020) in high school instilled in her a

150
desire to create a safe space for her students. When considering the qualities of
perceptive teachers, care is reflective of building relationships with students and creating
a safe space for learning (McConnell et al., 2020). As she reflected on her aspirations as
a teacher, she shared, “I strive to step through the other side of the looking glass and view
the world from my student’s eyes and help them come to understand the world from a
safe place” (Elle, autobiography, July 13, 2020). She cared for her students greatly and
understood their needs in the classroom. For perceptive teachers, care is more than just
creating safe space; it is also about believing all students are worthy (McConnell et al.,
2020). When Elle looked back on her time at the facility school, she shared stories about
working with tough students and letting them know she cared: “Every kid I’ve worked
with, knows that I cared. I’m proud of that. I don’t think I would ever have a kid who
would say, ‘She didn’t give a shit about me’” (Research conversation, July 17, 2020).
This desire to create safety for students was also reflected in the stories she shared about
the students she currently supported: “You need to show them respect, you need to build
that trust, so that they’re willing to feel safe enough to go with you in whatever direction
it is you’re trying to lead them” (Elle, research conversation, August 13, 2020).
The quality of authenticity is about being present and genuine during interactions
with students (McConnell et al., 2020). Elle emphasized the importance of being genuine
and authentic with challenging students. As she spoke about her time in the residential
facility, she shared how her students knew she was genuine in wanting to support them
and move them forward. When she spoke of working with a student who experienced
severe cognitive delays, Elle shared how the student knew the encouragement Elle gave
came from a genuine place. When talking about working with students who had serious
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social and emotional disabilities, Elle, once again, reflected on the importance of being
authentic: “I was really honest with my kids, but it came with being respectful to them
and being truthful, building trust… Whatever they needed to help them know that I was
extending a little piece of myself to build trust” (Research conversation, August 13,
2020).
As Elle reflected on the story of her daughter, she shared of helping students
grow, change, and move forward from labels that defined them. For Elle, working with
students was about teaching to the whole child. Teaching the whole child is about
viewing students as more than just pupils in the classroom (McConnell et al., 2020). Elle
emphasized her passion around working with younger kids and teaching them coping
skills to help nudge them in positive directions. Her hope as a teacher was to help
students to achieve in a way “that was meaningful and productive” (Elle, autobiography,
July 13, 2020), something she described as enlightenment. For Elle, teaching was less
about “the physical math or reading lessons that I taught a student and more for the life
lessons that would empower them into the future” (Research conversation, August 13,
2020).
Chase. Chase told stories that reflected the qualities of being open-minded and
authentic, a teacher who taught to the whole child and personalized the experience for his
students. For Chase, open-mindedness was about not being “stuck in one way”
(Research conversation, July 26, 2020). It was important for Chase to be open to
responding to what his students needed, to teach how they needed to be taught. He talked
about the importance of being flexible to student’s needs. Chase was outgoing and
reflected a strong desire to push his kids; however, he also understood not all students
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were the same as he. He adjusted his approach to students who were introverted. The
quality of open-mindedness was evident in his “willingness to go with the flow”
(McConnell et al., 2020, p. 14). “If a kid’s an introvert, I figure out those strategies of
bringing them out to participate more actively and voice their opinions and their thought
process” (Chase, interim research text, September 19, 2020). Chase also shared of his
ability to adapt to those around him when he reflected on the changes his neighborhood
experienced as he grew up. Watching his neighborhood become more diverse and
experiencing changes in his school helped him be comfortable in any situation: “I feel
like I’m a chameleon. I can sit and talk with anyone, it doesn’t matter what their
background is” (Chase, research conversation, July 26, 2020). Chase spoke of this
adaptability as he reflected on his most recent shift in schools and recognizing he would,
once again, need to connect with and get to know the community and the students with
whom he would be working.
When it came to authenticity, Chase shared of his interactions with more
challenging kids and the importance of being transparent. As a quality of perceptive
teaching, authenticity refers to being transparent with students and sharing thoughts and
feelings in an appropriate way (McConnell et al., 2020).
Look, there’s gonna be days we’re gonna get on each other’s nerves. There’s
gonna be days you hate me. There’s gonna be days you’re gonna be a thorn in my
side but we’re gonna get through it. It’s just gonna be one of those days and
we’re both going to come back the next day with a fresh mindset. (Chase,
research conversation, July 26, 2020)
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When Chase reflected on what he wanted students to take away, authenticity was what
was important to him. For Chase, being authentic and modeling positive behaviors was
an important part of supporting students in becoming successful adults. It was important
to him to be viewed by the students as someone who was transparent and genuine in his
interactions.
Within his stories, Chase shared of how he taught the whole child and
personalized the experience for his students. Perceptive teachers aim to teach the whole
child and recognize their role as greater than what is measured through standardized
assessments (McConnell et al., 2020). Chase’s stories reflected patience with kids and he
recognized not every student was on the same path. He recognized all students had the
capacity to achieve and be successful but the approach did not need to be the same for all
students. He knew to support students in being productive, he had to be flexible. He
spoke of stories where he let students know it was okay to feel frustrated by standardized
testing when their goal was not to go on to college.
Personalizing school for his students moved beyond a single assignment or
differentiating content. As a perceptive teacher, Chase recognized “culture is a lens
through which we experience everything” (McConnell et al., 2020, p. 20). Chase
reiterated numerous times within his stories the importance of understanding the
community students came from in order to better understand them: “I think what’s
important to think about is understanding the backgrounds of the students you’re going to
be working with. If you are going to a new school, you need to understand what that
neighborhood is like” (Research conversation, July 26, 2020). For Chase, to personalize
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the experience for his students meant being a part of their lives and understanding their
community.
Jake. The stories Jake shared reflected the qualities of awareness, caring, and
developing autonomy. The quality of awareness for Jake presented differently than for
Keira. While both Keira and Jake showed characteristics of self-reflection and selfawareness (McConnell et al., 2020), Jake shared stories that reflected his desire to see
students for “who they were, not who people thought they were” (Research conversation,
August 11, 2020). Parallel to the stories Jake told of his students, he told of his own
story. He reflected on how experiences across his life had created him to be the teacher
he was at present. Jake made connections between the feelings his students experienced
with his own insecurities around not feeling normal. It was through these connections
Jake approached students: “I like ones that don’t feel like they fit in. I understand those
ones” (Research conversation, July 15, 2020). Jake repeatedly shared stories of students
who were lost, disenfranchised, or angry. However, those were not the qualities Jake saw
in the students; he saw students who were capable and competent if given opportunities
to feel safe and to build trust.
Embedded within Jake’s stories was a tone of care. Within the qualities of
perceptive teaching, care includes “feeling and showing genuine care for students as
individuals and as pupils” (McConnell et al., 2020, p.17). After having worked in the
therapeutic facility, he came to realize how school was not a safe place for so many. He
worked to change this narrative for the students he encountered. For Jake, care primarily
came through a desire to create a feeling of safety for his students. Student conduct was
more than the behaviors exhibited: “We shouldn’t condone poor behaviors, but we should
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also understand that they may be in school because it’s still a safe place for them. That
has a lot of value to a lot of those kids” (Jake, interim research text, September 19, 2020).
Each student Jake worked with in the public schools represented a student who was not
yet in need of the supports the rehabilitation facility represented. After losing so many
kids, creating a safe space and showing kids he cared was important to Jake.
Jake was genuinely interested in his students’ voices and looked for opportunities
for their passions and desires to be heard even if it did not fit within the scope of what
was asked. The quality of personalizing the experience for students includes recognizing
that for students, “There are many ways of knowing and experiencing the world”
(McConnell et al., 2020, p. 19). “If they don’t know the answers, I’m like, ‘I don’t care.
Tell me what you think you. There is no wrong answer, as long as you can tell me what
you think’” (Jake, research conversation, July 28, 2020). His desire to personalize the
experience was also reflected in his story of how he approached writing with students,
which was never through a formulaic approach. Jake did not want to lower his
expectations; he struggled with feeling strict writing outlines created an environment
where students no longer had an authentic voice. For Jake, teaching was about concepts,
not exact structures, and of being curious. Personalizing the experience as a quality of
perceptive teaching is about providing a space for students to choose their path for
learning and leads to increased engagement. Jake provided a space for students to
explore their own curiosities and perspectives: “You’d be surprised, even more impacted
kids can articulate a perspective. And it’s awesome. Ultimately, that’s what this is about.
It’s about perspective. I want them to engage in the learning process, to fail, and to be
okay with that” (Research conversation, July 28, 2020).
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Experience as qualities of perceptive teachers. The multiple plotlines to which
Clandinin and Connelly (2000) referred were evident in the composition of the stories to
live by for each of the participants. When asked about their experiences of becoming
teachers, Keira, Elle, Chase, and Jake told of stories that described characteristics and
attributes cultivated over time. While each of the participants shared the difficulties of
being an alternatively licensed teacher, the experiences they looked back on were
reflective of who they were, what they had become, and how that lived out in their
schools.
A review of literature around alternatively licensed teachers reflected findings that
reflected limited training and experience of the individuals and emphasized a lack of
pedagogical knowledge and skills (Darling-Hammond, 2000; Darling-Hammond et al.,
2002; Freytag, 2002; Nagy & Wang, 2007; Zeichner & Schulte, 2001). However, Keira,
Elle, Chase, and Jake’s experiences of becoming teachers reflected teacher qualities
found to be important in creating culturally inclusive classrooms. The research on
teacher education programs continues to grapple with the task of how to provide
the knowledge, skills, dispositions, and sensitivities necessary for teachers to teach within
increasingly diverse settings (Cochran-Smith, 1995; Villegas & Lucas, 2007). When
considering the stories to live by around experience as opposed to telling stories of the
skills learned in their programs, the participants shared of experiences that occurred over
the course of their lives. The qualities of perceptive teachers were evident throughout the
multiple plotlines of the participants and were actualized over time and not through a
singular program.
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Thread Two: Alternatively Licensed
Teachers Preparedness Reflects the
Importance of Relationships
As the participants shared their stories to live by through the lens of preparedness,
the conversation often turned to the relationships they experienced along the way. When
discussing the differences between teachers licensed through traditional preparation
programs and those licensed through alternative certification programs, research
emphasized preparation through the content delivered and feelings of efficacy.
Researchers have argued alternative certification programs are not as academically
rigorous as traditional preparation programs and a wide range exists between the content
delivered across alternative certification programs (Darling-Hammond, 2000; Stoddart, as
cited in Zeichner & Schulte, 2001). Based on feelings shared by graduates from
alternative certification programs around a lack of preparedness, Darling-Hammond
(2000) suggested a difference in the quality of preparation provided. Throughout the
inquiry, the participants spoke positively about their programs. As they described their
experiences, the importance of community and mentoring for alternatively licensed
teachers emerged.
Research in teacher preparation indicated learning is enhanced through a sense of
community (Koeppen, Huey, & Connor, as cited in Dinsmore & Wenger, 2006). While
limited research exists around the influence of mentor teachers on alternatively licensed
teachers, mentor teachers have proven to be key contributors to pre-service teacher
education and play a crucial role in the professional development of student teachers
(Clarke, 2001; Izadinia, 2016; Leshem, 2012). As I considered the narrative accounts of
Keira, Elle, Chase, and Jake, I could see the ways they made sense of their worlds and
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sense of themselves through the relationships and people with whom their lives were
interwoven. Within their inquiries, the idea of relationship came up often as it related to
experiences within their alternative certification program as well as with their students
and colleagues.
Keira. Throughout her first years of teaching, Keira was overwhelmed with
numerous principal changes and saddened as her students with disabilities struggled to
make progress and continued to fail their general education classes at disproportionately
high rates. As she shared the stories of her frustration, she spoke of the impact people
had on her throughout her journey and the influence they had on her in becoming a
teacher. She shared of the special education director who modeled presuming
competence and maximizing inclusion. On the converse side, as she shared her stories of
growth as a teacher, she also credited the relationships she had with her students :“A lot
of it has been built through strong relationships with students who have either told me
where I've messed up or told me where other teachers aren't serving them in the way that
they want” (Keira, research conversation, July 15, 2020).
Keira acknowledged she had technical skills missing when she started her
program such as knowledge of backwards planning, unit planning, scope and sequence,
writing IEPs, and measuring progress. However, when talking of her alternative
certification program, Keira spoke positively of the feedback and support she received
through required online modules and professional development to learn “all of the skills
of being a teacher” (Research conversation, July 15, 2020). In addition to being
supported in the content, Keira emphasized the relationship with the director of her
program:
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I feel like I really clung to those aspects of the program, and clung to my leader,
called an ally. My ally was always so amazing at giving constructive feedback in
a way that was positively framed and communicating how much she believed in
us. That was so helpful. (Interim research text, September 20, 2020)
Elle. For Elle, how she spoke about relationships looked different than those
Keira spoke of, albeit no less important. Elle recalled the importance of the relationships
she built within the cohort in her alternative certification program. Being able to share
personal experiences, amidst the learning, was an important component of her lived
stories. She spoke of the relationships with her peers as trust building both ways. There
was also a sense of camaraderie and understanding—understanding in the sense, “Oh,
they get it and I’m not alone” (Elle, research conversation, July 27, 2020). However, the
relationships and trust were more than supporting each other personally, they provided a
foundation through which she could process effectively with constructive criticism.
Within her cohort, Elle felt she had built trust and understanding and they could all say
the hard things they needed to in order to become better teachers. As she spoke about her
classes, she shared the feeling of being invested through collaborating, weighing in on
discussions, and being able to process effectively with constructive criticism:
You were in a sort of community because they were welcoming the opportunity
for you to share about any joys or struggles you were going through that you felt
like you needed support, and again the community was really designed to be that
way and encouraged to be that way. (Elle, research conversation, July 27, 2020)
As Elle reflected on her stories of being in an alternative certification program,
she connected the time she spent learning from and with her cohort as preparation for
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future team work in her school. The lived stories she shared moved beyond teacher
preparation for certification and connected to the characteristics required of being a part
of a teaching team.
Chase. Similar to Keira’s stories, Chase felt more confident through the strong
support system he found in his alternative certification program as well as through the
positive experiences he had with his coach. While he felt supported at his school, he
appreciated having an extra person who could provide him with nonjudgmental feedback
to help him improve:
I felt really supported by my coach. I mean that’s why we still kind of have good
connection now, because I knew I was able to reach out to her for anything, and
she will respond back in a quick manner, and also, we have time we could talk
about it. So I definitely felt really supported by her… I had that extra coach not
judging me so it felt better. (Chase, research conversation, July 26, 2020)
In addition to the coaching conversations, when discussing his feelings of
preparedness, Chase felt all teachers would benefit from having teaching videos broken
down: “Breaking film down really helped me on pointing out what parts are that I’m
doing well, and what parts I’m not doing well” (Research conversation, July 26,
2020). At no point did Chase not feel prepared. He recognized how lucky he was in
receiving support through his school and alternative certification program.
Another similarity between Chase and Keira was the recognition he gave to the
students in helping him feel prepared. When he reflected on what most prepared him of
becoming a teacher, he felt it was the intrinsic motivation he had toward being with the
students:
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When you’re excited about something, you start doing things to prepare for it
because you want to be successful at it, you know? So, it’s like, I want to be
successful with these students and have an impact. I’m excited to be with these
students. So let me do everything I can beforehand, so I have to go in and we can
start rolling immediately. (Chase, research conversation, July 26, 2020)
As he spoke about this intrinsic motivation, he felt it gave him a desire to spend
additional time preparing for what was to come within his students.
Jake. Jake’s feelings of preparedness paralleled those of Elle’s. While Jake
appreciated the support of his instructors, it was through the cohort experience where he
found the most support. Within his program, they were required to spend four days on
campus. While it was an opportunity to begin their learning, Jake appreciated the
opportunity for his cohort to connect. It was during this time they set up the collaborative
supports he talked about in his inquiry:
We set up a Google Drive file, and we were throwing different notes and readings
that we saw. We threw in different thoughts from here. It was very collaborative.
And, so, even though I was learning from home online, I could email them, text
them. And there was a lot of support from there. And our professors were really
nice if you emailed them. It was like an hour, hour and a half later you’d get an
email back and it’s gonna be helpful. (Jake, research conversation, July 28, 2020)
While he was the “guinea pig” (Jake, research conversation, July 28, 2020) for his
school with regard to alternative certification programs, Jake valued the support he
received through his school’s instructional coach and his mentor. He appreciated the
opportunity to ask questions around instruction, differentiation, accommodations, and
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modifications. He felt comfort in knowing anything he did not understand in staff
meetings could always be addressed through dialogue with his mentor.
Preparedness through community and mentoring. Throughout the literature
review, research reflected concerns around the struggles alternatively licensed teachers
experience in the areas of discipline, lesson planning, student interaction, assessments,
and instructional strategies when not receiving extensive support (Darling-Hammond,
2000). In addition, Nagy and Wang (2007) found alternatively licensed teachers were
often left to fend for themselves without proper support and mentoring after being hired.
Conversely, throughout the inquiry, the participants shared lived stories contrary to the
findings in the literature review around alternatively licensed teachers’ feelings of
preparedness.
While Keira, Elle, Chase, and Jake spoke about their initial lack of experience
with lesson planning, instructional strategies, and knowledge of the special education
process, they each spoke highly about the support they received. Interconnected with the
support from their programs, the four participants placed great value on engagement with
their peers, viewed mistakes as a part of learning, and understood teaching to be a
developmental process that required practice. It was through the connectedness with
others and the support of their program the participants filled the deficits around
pedagogy and teaching practices as identified in the literature review. The participants’
stories to live that reflected feelings of preparedness for alternatively licensed teachers
came from more than just the programming a teacher received.
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Thread Three: Alternatively Licensed
Teachers’ Reflections on Retention
Indicated a Desire to Impact and
Influence Students’ Lives
As the participants shared stories through the lens of retention, their reasons and
motivation for joining the teaching profession came to the forefront as well as their
desires to stay within the field. Several studies indicated reasons given for joining the
teaching profession fell into three main categories of motivation: altruistic, intrinsic, and
extrinsic (Struyven, Jacobs, & Dochy, 2013; Tang, Wong, & Cheng, 2015). Altruistic
reasons refer to an individual’s perceptions of teaching as being socially valuable and an
important job. Teachers who teach out of altruistic reasons have a desire to help children
succeed. Intrinsic reasons are inherent to the job itself where passion lies within the
activity of teaching children in general or in using their knowledge and expertise as it
relates to a specific subject matter. Extrinsic reasons are related to benefits, not inherent
but related to the job itself, such as long breaks in work, salary, and flexibility. Research
has shown teachers who were strongly committed to teaching were more likely to remain
motivated amidst the increased demands being placed upon them (Trent & Gao, 2009).
In addition to the reason teachers entered the field of teaching, research supported
personal relationships with children afforded teachers internal rewards and gave meaning
to their work. Positive relationships between teachers and students were cited as a
primary reason and motivator for many teachers who entered the field of education
(Butler, 2012; Taxer, Becker-Kurz, & Frenzel, 2017) as well as one of the core reasons
for staying in the profession (Spilt, Koomen, & Thijs, 2011). Many teachers strive to
build close and caring relationships with their students and these relationships play a key
role in supporting student learning and growth while improving teacher wellbeing, which
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has also been linked to teacher retention (Butler, 2012; Hamre, Pianta, Downer, &
Mashburn, 2008; Spilt et al., 2011). At points along the inquiry process, Keira, Elle,
Chase, and Jake shared of the challenges they experienced within teaching; however,
their stories told of a desire to impact and influence students’ lives and were mediated by
the relationships they experienced.
Keira. For Keira, having an impact was a trend that evolved throughout her
stories to live by. When Keira shared of the least rewarding parts of education, she
acknowledged how things that impact kids the most, things she had the least control over,
had also become her greatest motivators. As she considered her role within education,
teacher vs. educator, she landed in a space where it was more about the impact she was
having on students.
When reflecting on what led her to pursuing a job as a teacher, Keira looked back
on her time in Ecuador. She recalled that while she had only planned on being there for
six months, she did not want to leave the wonderful relationships with the kids and
families she had built. She ended up staying an additional three months. When it came
time to leave, she was still unsure about wanting to be a teacher. Looking back on her
decision to apply for teaching positions, she identified the relationships she had built as
what made the biggest difference; she knew she wanted to keep building relationships
with kids. Keira shared the similarities she saw between the systemic inequities she
experienced within education both in Ecuador and in the United States and identified
relationships with her students as one of the small ways to evoke change:
I also think building true and genuine relationships with [kids]; not because I need
to get something out of them, not because I’m trying to motivate them, because I
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want to get to know them and I want to know what they like and what they want
to do when they leave. Stuff like that goes a really long way. (Keira, research
conversation, August 12, 2020)
While Keira felt positive about her ability to be a small part of making a
difference, it did not come without frustrations. As she reflected on her first years of
teaching, she shared the value relationships had in keeping her grounded: “What kept me
teaching was relationships with kids. I just couldn’t leave, regardless of how frustrating
each day could be” (Keira, autobiography, July 4, 2020). When looking forward and
considering the prospect of taking on a more centralized role within her network of
schools, once again, the relationships with her students were what filled her thoughts:
“What keeps me at my school, is not wanting to leave my kids. I don’t want them to feel
like I left” (Keira, research conversation, August 12, 2020).
Elle. Throughout our inquiry, Elle regularly came back to the negative
experiences and relationships she had had with many of her own teachers. As she
reflected on the teachers in life, she related it to her purpose and desire for being a
teacher: “It’s moments like that, that I carry with me into teaching, that make me want to
be a better teacher and influence, a better person in their lives to model for them” (Elle,
research conversation, July 27, 2020). Throughout our inquiry, Elle continually returned
to her fight for the underdog. For her, it became about fighting for those who were
subject to someone else’s power or control. This was represented throughout her stories
of school and reflected in her response to caring for students. Teaching became not about
doing things for herself but for other people. In her work with students, she hoped to
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enable them to be a little bit more passionate or move them to action in a positive way. It
became her purpose for teaching.
While she emphasized the relationships with her colleagues and peers as she
reflected on her feelings of preparedness, Elle also shared stories of relationships with her
students. As she reflected on how to work with challenging students, “it came down to
trying to build, create, and establish as positive of a relationship as you can” (Elle,
research conversation, August 13, 2020). For Elle, this was created through how she
conveyed respect to her students in order to build trust. As I considered the stories Elle
shared about her own experiences in school, I could understand why trust begat
relationships when working with her students.
Chase. Throughout our inquiry, Chase shared of the passion and excitement he
experienced for teaching that came out of working with students: “I want to be successful
with these students and have an impact. I’m excited to be with these students” (Research
conversation, July 26, 2020). He related having intrinsic motivation about his role as a
teacher to help him prepare throughout his journey of becoming a teacher. Chase also
conveyed his desire to have an impact as he reflected on being a role model for the kids
he taught. He did not take this aspect of his identity as a teacher lightly, especially as it
related to working with his Black students:
Making an impact is important to me, especially students who look like me. I
think we already know there’s not a lot of black educators right now in education.
So, knowing that I am one of the rare ones, especially in special education, it’s
like, “Let me take this platform and do as much as possible with it. (Chase,
research conversation, July 26, 2020)
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For Chase, relationships were threaded through stories of engaging with the
community and supporting challenging students. While he participated in community
events to gain insight into the backgrounds of his students, he found the relationships
built within the community were just as important:
If you’re not engaged in the community, it hurts. As an educator, you are a
community member. You’re spending the majority of your time in that
community. Know it, be aware of what’s going on in it, and adapt and try to
engage more into it. (Chase, interim research text, September 19, 2020)
Being a part of and attending the community events helped Chase get to know
students outside of the professional environment. He shared of how he was able to have
a better understanding of who kids really were and to learn about them during their
downtime. Chase believed getting to know the students outside of the classroom carried
over to the classroom and helped the students know who he really was as well.
When it came to providing support to the hard-to-reach kids, he knew building a
relationship outside of the classroom was imperative to supporting them in school. Once
the connection was built, he felt the students believed, “Oh, I have something in common.
I’m gonna be more open to what he’s having to say. He’s not that bad. He kind of gets
me now, he has the same interests as me” (Chase, research conversation, July 26, 2020).
For Chase, this brought down their walls and he was able to better support the students.
Jake. For Jake, having an impact was about evoking change and fighting the
barriers he encountered. Whether it was the barriers Jake saw for students within the
residential treatment facility or the barriers created through traditional approaches to
teaching, Jake desired for students to leave their time with him feeling more confident
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and being a little more independent: “I just want to help facilitate their own little growth
and then they just run with it” (Research conversation, August 11, 2020). Jake’s stories
were filled with anecdotes of his hope to impact students and the system for the better.
Jake’s journey to teaching was about learning to look “through other people’s eyes. I may
experience something one way but that doesn’t mean that they experience it that way”
(Research conversation, July 28, 2020). For Jake, teaching was never about himself but
always about making an impact on those around him.
In Jake’s experience, relationships were foundational to creating a safe space for
students. For the students he worked with in the therapy setting, he knew they were
intuitive and building relationships started with him. While the students might not have
trusted him and reacted poorly when they first came in, his ability to tear down their
walls and build relationships was evident throughout the lived stories he shared. He saw
his time with students within the therapeutic setting as great conversation: “When you’re
really trying to break it down – yes, there’s skills and all these different things but they’re
just having an in-depth conversation” (Jake, research conversation, August 11, 2020). To
Jake, it was personal. Having relationships with students created a learning environment
where students could learn something in their own way and he was able to reinforce
skills.
Longevity as retention. When considering the research around retention, one
question posed was whether alternative certification programs had demonstrated they
were able to bring teachers into teaching who would remain in the field (Cochran-Smith,
1995). In response to the research on lack of preparation, Freytag (2002) questioned if
alternatively licensed teachers would opt to leave the field of education as a result of
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overall dissatisfaction with teaching. Research conducted around the retention of
alternatively licensed teachers considered the effects of the features within and structures
of the certification programs through which they participated (Cochran-Smith & Villegas,
2015). What was not evident within the research were the aspirations of alternatively
licensed teachers. When considering their futures, the participants told of stories to live
by consistent with longevity in the field of education that reflected desires to have an
impact and emphasized the value of relationships with students. While there is no
guarantee of the participants’ retention as teachers, their stories reflected commitment to
the students.
Thread Four: Alternatively Licensed
Teachers’ Understanding of
Experience Through
Identity
To situate the participants’ stories within the inquiry, I considered the research
puzzle through two different lenses. The first lens described the lived stories for each of
the participants through the dominant narratives of experience, preparedness, and
retention. From this lens emerged narrative threads woven throughout the participants’
lives. As I contemplated participants’ stories through the second lens of the research
puzzle, one of coming to understand their experiences, an unanticipated thread around the
identities of the participants emerged. While the teachers did not use the word identity,
the process of becoming a teacher has been linked to the acquisition of an identity
(Danielwicz, as cited in Schultz & Ravitch, 2013). I was not looking for the concept of
having a teacher identity; however, it emerged through the exploration of their stories.
Parker Palmer (1998) wrote, “Good teaching cannot be reduced to technique;
good teaching comes from the identity and integrity of the teacher” (p. 10)—a simple
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premise with complex implications. Teachers are not mere technicians. The concept of
identity has proven to be difficult as literature on teaching and teacher education revealed
a common notion of identity being multifaceted and dynamic, shifting over time
(Akkerman & Meijer, 2011; Beauchamp & Thomas, 2009; Buchanan, 2015; Mockler,
2011). A teacher’s identity is shaped and reshaped through an examination of
themselves. In its simplest form, identity is how we see ourselves and how others see us
as we engage in social contexts (Gee, 2000). While our identity is always changing and
evolving, ultimately, it is through the discourse between individuals and across social
interactions that identity is created (Beijaard, Verloop, & Vermunt, 2000; Danielewicz,
2001; Jenkins, 1996). It is a process of reconciling the personal and professional sides of
becoming and being a teacher (Beijaard, Meijer, & Verloop, 2004).
Considering identity through both the self and the teaching profession are
necessary in developing an understanding of teacher identity (Beauchamp & Thomas,
2009). While identity has previously been considered through the lens of the professional
knowledge teachers need to possess and act (Beijaard et al., 2000), in general, this view
proposed the conception of identity as an active reflection of and interpretation between
the person, the professional, and the social context (Arvaja, 2016; Beauchamp & Thomas,
2009; Mockler, 2011).
As I considered the experiences Keira, Elle, Chase, and Jake described throughout
their stories of becoming teachers, the qualities of perceptive teachers emerged. Parallel
to and often overlapping were statements of who they were as people: “I’m a
perfectionist” (Keira, research conversation, July 15, 2020), “I’m open” (Elle, research
conversation, August 13, 2020), “I’m patient” (Chase, research conversation, August 12,
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2020), and “I’m intuitive” (Jake, research conversation, August 11, 2020). In addition to
the characteristics and attributes of perceptive teachers carried into their classrooms, each
participant explored their identity within the telling of their stories. Teacher identity has
been characterized by the conceptions of multiplicity, discontinuity, and sociality
(Akkerman & Meijer, 2011; Arvaja, 2016). Multiplicity of teacher identity is most often
presented in the existence of an individual having both a personal identity and a
professional identity (Alsup, 2006). Discontinuity reflects how identity is informed,
formed, and reformed and developed over time through social interactions (Beijaard et
al., 2000; Mockler, 2011). Continuity of identity is maintained through narratives where
people construct their identity by assimilating old and new experiences through their
interpretations of events (Akkerman & Meijer, 2011).
Multiplicity and identity. When considering alternatively licensed teachers,
personal identity is separate from, yet foundational in developing their professional
identity (Alsup, 2006; Day, Elliot, & Kingston, 2005: Lasky, 2005). For Jake, the
emergence of his identity was seen through the back and forth movement within his
stories: “I’m an introvert. I’m outgoing” (Research conversation, July 15, 2020). These
two characteristics, while seemingly different, were a representation of who he was as a
person and evident in his stories of being a teacher. When it came to students, there was
no holding back. It was important to Jake all students felt cared for. As he reflected on
his time in school and why he hated it, he immediately described himself as being
“different” (Jake, research conversation, July 15, 2020). This view of himself, which
started at a young age, was woven throughout his inquiry and was reflected in his
moments of quiet contemplation. While deeply personal to who he was, it influenced

172
who he became as a teacher: “I think I almost go out of my way to make sure that people
just feel cared for” (Jake, research conversation, July 15, 2020). Jake described himself
as “philosophically minded” (Research conversation, July 28, 2020). This part of his
identity emerged throughout his inquiry as his introspective nature was foundational to
the interactions he had with his students and colleagues. His identity as a teacher was not
formed within his program; rather, it was reflective of who he was as a person. His
personal and professional identities were intricately woven together: “I think there's a
part of it that's conditioned and the part that's just kind of how I'm wired” (Jake, research
conversation, July 28, 2020).
Discontinuity and identity. The socio-cultural nature of identity acknowledges
the inseparable aspects of self and society, incorporating the social context in the
development of teacher identity while reconciling the professional identity (Beauchamp
& Thomas, 2009; Beijaard et al., 2004; Lasky, 2005). As I contemplated Elle’s lived
stories and her identity as a teacher, it was impossible to separate who she saw herself to
be from the lived stories she shared. Throughout our inquiry, Elle regularly returned to
the stories and interactions with others that most impacted who she had become as a
teacher. From her time in school, to her work in ministry, and throughout her program,
Elle credited others with influencing her identity as a teacher.
Throughout our inquiry as Elle negotiated the negative experiences she
encountered in school, she acknowledged the impact they had on her identity as a
teacher: “I think that just the worst teachers I ever had are part of what made me the best
that I am” (Research conversation, July 27, 2020). As Elle reflected on receiving college
credit for her time in ministry, she realized how those experiences became anchors along
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her journey of becoming a teacher: “I think that that was an important first step in my
journey…reflecting on how all my past experiences really did specifically apply to future
areas” (Research conversation, July 27, 2020). When discussing the collegiality she
experienced at her school, she credited the collaboration within her alternative
certification program for laying the groundwork. It was “ingrained all the way through
my previous experience coming into the team and I think that helped me so much” (Elle,
research conversation, July 27, 2020). Elle closed out our time together through
reflecting on what it meant to call herself a teacher: “Kind of the same thing as it means
to call myself a mom, or a parent, or a sister, or a friend. It means that I'm just going to
be somebody who loves you and tries to help guide you in the best way possible”
(Research conversation, August 13, 2020).
Similar to Elle, Chase’s identity as a teacher was developed through the social
interactions he had with his parents, his friends, and his community. While many of the
negative experiences Elle encountered shaped who she was, for Chase, it was the
positivity that surrounded him he wanted to give back to others. Chase described himself
as “a half-full type person” (Research conversation, July 26, 2020). When sharing stories
of how he interacted with his students, there was a theme of encouragement and respect.
Chase spoke often about the influence of parents on who he had become. When sharing
of his desires to impact student’s lives, he connected it back to his parents’ influence:
“That just again goes back to my parents, like if you're in a role to help prepare someone
for the future, especially if they're a kid who needs that guidance, do it. You know?
Everyone deserves that fair chance to be successful in this world” (Chase, research
conversation, July 26, 2020).
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Chase identified as a role model for the students he worked with and, as he
reflected on his own role models, he shared stories of the influence his friends had on
each other: “I’ve got to give credit to my circle of friends...and having that support, like,
‘Hey, get it done. You're doing awesome stuff’” (Research conversation, July 26, 2020).
In addition to his parents and his friends, Chase attributed components of his identity to
his community: “Being in a diverse community, I think has really helped me be
comfortable in any situation” (Research conversation, July 26, 2020). Recognizing the
impact community had on him, Chase shared stories of being appreciative of the
opportunity to “give it all back” (Research conversation, July 26, 2020). Chase’s identity
as a teacher was conveyed not just through his stories of teaching but were connected to
the stories he told of his parents, his friends, and his community.
Continuity and identity. Narratives serve to connect the past, the present and
the future and it is through the lived experiences and tensions that teacher identity is
revealed (Mockler, 2011; Wortham, 2001). For Keira, her identity as a teacher was
formed and reformed over time, even as we explored our inquiry. While she knew she
always wanted to do something “service oriented” (Keira, research conversation, July 15,
2020), she did not immediately connect this to her identity as a teacher. When she spoke
about her time in Ecuador, although it was full of the logistical side of teaching “like
scope and sequence and backwards planning” (Keira, research conversation, July 15,
2020), she did not initially connect Ecuador to her identity as a teacher: “I don't think that
the purpose of me going to Ecuador, at least for me, was to learn how to be a teacher or
even really to—I didn't really want to teach anyways” (Keira, research conversation, July
15, 2020). As Keira told and retold, lived and relived her stories of becoming a teacher,
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she eventually came to a space where her reflections on service coalesced with her
identity as a teacher: “I think teaching is a way to provide service in some form. A lot of
aspects of educating is also related to service, in general. So I think they're like a Venn
diagram. They cross and also have like aspects that are different from each other”
(Research conversation, July 15, 2020). As we closed out our inquiry, Keira reflected on
who she was as a teacher and the nexus of her identity materialized: “I have a very
different perspective. That's one thing that I tend to see a lot in some of our alternative
licensure teachers is we, and I put myself in that category, we have very different
perspectives on life because our experiences are different” (Research conversation,
August 12, 2020). Similar to the other participants, Keira’s identity as a teacher was
formed out of her lived experiences and not solely through her alternative certification
program.
Identity as evolving. Researchers who studied teachers’ identity found
professional identity is not a stable entity but rather a continually changing, active, and
on-going process (Pillen et al., 2013). Professional identity is not only influenced by
personal characteristics and prior experiences but also by professional contexts and
colleagues (Beauchamp & Thomas, 2009; Beijaard et al., 2004; Pillen et al., 2013).
Identity is important as it can be used by teachers as a guide for making sense of
themselves. This process of reconciling the personal and professional sides of becoming
and being a teacher could lead to conflicts between what teachers found to be relevant to
their profession and what they personally desired. Within the literature on both
alternative certification programs and teacher identity, there was a lack of exploration of
the identities of alternatively licensed teachers, who they were, and how they came to be.
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As Keira, Elle, Chase, and Jake told and retold their stories of becoming teachers, their
reflections of themselves and who they were evolved. Every story moved from a simple
view of teaching to one that was complex, at times in the midst of tension, and
inseparable from who they were as people. Beyond the scope of their programs, who and
how they saw themselves was an important piece in understanding how they described
their stories of becoming teachers.
A Nexus of Storied Lives
Previous research conducted around alternatively licensed teachers created a
dominant narrative, one that highlighted a lack of experience, limited preparedness, and a
presupposition to leave the field of education. When considering the preparation of
alternatively licensed teachers, acknowledging the juxtaposition between the alternative
certification program and the identity of the teachers helped me understand alternatively
licensed teachers as being both unique and having something to offer. It is not through
the alternative certification programs nor the identity of the alternatively licensed
teachers that the myths of being ill-prepared are refuted; rather, it is within the nexus of
their stories to live by.
Discussion
Like all stories, this work does not end and will continue to unfold. Diverse
stories to live by around becoming an alternatively licensed teacher will continue to be
positioned within the landscape of teacher education. As I transitioned away from this
inquiry, I paused to reflect on some considerations that arose throughout this process and
to consider how this research might continue.
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I began this inquiry with questions around the experiences of alternatively
licensed teachers. Clandinin (2013) outlined three ways in which we need to justify our
studies:
Personally, in terms of why this narrative inquiry matters to us as individuals;
practically, in terms of what difference this research might make to practice, and
socially or theoretically, in terms of what difference this research might make to
theoretical understandings or to make situations more socially just. (p. 35)
I entered into the inquiry space with my own personal stories and these became the
personal justification for this research. As the inquiry evolved, I recognized the
connection between the participants’ stories and the surrounding multicultural context
within which education is situated. The stories of the participants became a reflection of
the theoretical insight around culturally responsive teaching and teacher preparation. On
a practical level, I hoped to share the voices of alternatively licensed teachers to fill a gap
in the literature around teacher preparation. While the personal, practical, and social
justifications are often written about in this order, they are not causal in nature but rather
intertwined. For the purpose of making meaning from the inquiry, I found the approach
of personal, social, and then practical to best reflect meaning created out of the inquiries
experienced with my participants.
Personal Justifications
As I began this study, dominant stories of alternatively licensed teachers emerged
throughout the literature review. I expected to enter into staged encounters or interviews
with the participants and to hear stories about becoming a teacher that emphasized their
programs. As I, too, was an alternatively licensed teacher, I expected stories reflective of
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prior teaching experiences. However, based on the dominant narrative, I anticipated the
participants would share stories of not feeling prepared and I wondered about their plans
for their future. What I did not foresee was the interconnectedness between their lived
stories and their identities on who they were becoming as teachers. Within the inquiry,
reflections of their alternative certification programs as related to the content were few
and far between. Each of the participants acknowledged the times they felt
underprepared or overwhelmed with the logistical side of education; however, stories of
teacher qualities, connectedness, and a desire to influence permeated the participants’
narratives when talking about their experiences, preparedness, and retention. Embedded
throughout their stories were reflections of their identities and the characteristics of
culturally responsive educators.
Throughout this inquiry, I found myself becoming more and more aware of my
own role as a faculty member within an alternative certification program. When I first
started this inquiry, I approached it through the lens of my experience as an alternatively
licensed teacher. I was interested in exploring the stories of my peers. However, as I
listened to the lived stories of the participants, I felt tensions rising in myself as a faculty
member. From the outside, my role is to teach, guide, and support alternatively licensed
teachers in their first years of teaching. What I found as I moved through this inquiry
was the alternative licensure teachers I encountered were in the midst of their journey of
becoming a teacher. Their journeys did not begin when they started their program and
took on their first job as a “teacher of record.” Keira came into teaching with an
understanding of planning and organizing and yet found the most tension in her call to
equity work. Elle explored a deeply spiritual connection with teaching rooted in her own
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childhood and mothering experiences. Chase described the meaningful life experiences
that led him to empower his students and helped them find skills that enabled them to
become more self-reliant and independent. Jake’s identity of being different and his
experience working with troubled youth created in him a passion for working with
students to awaken life skills and explore curiosity. I realized, for the alternatively
licensed teachers I have and will work with, their journeys began long before they
received their alternative licensure and will continue long after they leave my classroom.
As each of the participants spoke about their time teaching and interacting with
students across various settings, I recognized I had been guilty of placing myself as the
expert in the room. As I reflected on the narratives and stories of the four participants, I
understood more clearly what Palmer (1998) meant when he wrote, "We teach who we
are" (p. i). This was even clearer as I connected their stories to the thread of perceptive
teachers. As each of the participants experienced tensions within their stories and came
to describe different qualities about themselves, they began to construct understandings
of their identities as teachers and how those same qualities influenced who they were in
the classroom.
As the participants spoke of their alternative certification program and the people
who supported them, they spoke of relationships formed amidst their learning. While
each participant acknowledged the gap in understanding their programs served to fill, the
relationships with their coaches, peers, and students dominated the discussions of feeling
prepared. As I considered this through the lens of the alternative certification program
through which I work, I realized there was a need to take into consideration how each of
the alternatively licensed teachers would experience their learning. What alternatively
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licensed teachers leaned on the most might not be the content but rather how they
engaged with the content amidst discussions with others. The participants also shared the
importance of building relationships with students and peers. It was through their work
in the schools that they had the opportunity to live out what they learned.
As the participants shared their desire to impact and influence students, I realized
a gap within my own teaching. As I considered the more linear nature of the content to
be presented, I recognized the importance of connecting it to the desires of those in my
class to make a difference in the lives of the students and families they supported.
There is a reciprocal relationship between lived experiences and becoming a
teacher (Beijaard et al., 2004). Each story the participants lived and described had the
potential to make meaning of their journey toward becoming a teacher. Throughout the
inquiry, each participant moved from a simple view of teaching to one that was complex,
reflective of the tensions they experienced along the way, and inseparable from who they
were as people. Moving forward, it will be important for me, as an instructor, to guide
my alternative licensure candidates beyond the scope of the program and through the
journey of who they were before they started to who they are becoming along the way.
Social Justifications
“Social justifications of narrative inquiries can be thought of in two ways:
theoretical justification, as well as social action, and policy justifications” (Clandinin,
2013, p. 37). Focusing on the methodology of narrative inquiry, this research illuminated
the identities and tensions Keira, Elle, Chase, and Jake storied within their experience of
becoming teachers. The development of a professional identity has been shown to be an

181
important component of the process of learning to become a teacher (Friesen & Besley,
2013).
Student populations are becoming more culturally, linguistically, and
economically diverse over time (U.S. Department of Education, 2013), yet teachers are
increasingly less prepared to work with these students (Teemant, 2014). Current research
supports the need to better prepare educators through teacher preparation programs to
meet the needs of these increasingly diverse demographics while attending to equity and
excellence (Brown-Jeffy & Cooper, 2011; Dyce & Owusu-Ansah, 2016; Piazza, Rau,
& Protacio, 2015). While diversity and multiculturalism continue to be emphasized
within the preparation of teachers, teacher preparation programs continue to grapple with
the task of providing the knowledge, skills, and dispositions necessary for culturally
responsive teaching (Banks & McGee Banks, 2004; Dyce & Owusu-Ansah, 2016; Gay,
2010; Ladson-Billings, 2009). As I considered the stories to live by of the participants in
this inquiry, I reflected on how the understandings teachers have of students is
continually filtered through the beliefs, assumptions, and experiences they bring to the
classroom (Grant & Sleeter, 2011, p. 10).
Teaching diverse populations calls for a complex set of skills and abilities to
better serve all students. Villegas and Lucas (2007) recommended creating culturally
responsive teachers by infusing issues of diversity throughout their preparation as
opposed to preparing teachers through stand-alone multicultural education courses.
Dubbeld et al. (2019) recognized, in light of limited training to teach multicultural
classrooms, teachers must rely on personal experience as a source of knowledge.
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As this inquiry unfolded, I saw the potential to shed light on the approach to
culturally relevant teaching within the context of alternative certification programs. As I
reflected on the stories to live by shared by the participants, I saw diversity, equity, and
inclusion issues at play. As I entered into this inquiry, it was my intention to provide a
space in which the voices of alternatively licensed teachers could be heard. What I had
not expected was the potential for conversations around how the participants’ experiences
prior to teaching could lend insight into how to embed the teaching of culturally relevant
teaching practices within the preparation of alternatively licensed teachers.
As Keira, Elle, Chase, and Jake shared stories that reflected qualities of perceptive
teachers, these same stories mirrored culturally relevant pedagogy (Brown-Jeffy &
Cooper, 2011; Ladson-Billings, 1995). This came as no surprise as the framework for the
qualities of perceptive teaching drew upon the convergence of culturally relevant
pedagogy and education psychology. While seemingly different, each of these theories
considered how teachers created inclusive learning environments and the qualities of
perceptive teachers identified “the process through which teachers continually reflect
upon, learn about, and adapt their teaching practices to meet the needs of their diverse
students” (McConnell et al., 2020, p. 13).
When considering the preparation of culturally responsive teachers, the
contribution this inquiry brought was gaining a deeper understanding of identity making
as nested within the qualities teacher candidates bring to preparation programs, the
importance of relationships, and their desire to impact and influence students’ lives. It is
the belief within teacher preparation courses and fieldwork that preservice teachers are
often limited to instructional best practices and their opportunities to engage in culturally
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relevant ways are rare (Delpit & Dowdy, 2008; Ladson-Billings, 1995). When
considering the stories to live by, each of the participants came to their school setting
with a wealth of culturally relevant qualities from which to build on. This
acknowledgement could be extrapolated to teacher preparation programs through which
teacher educators could embed experiences to better understand pedagogy. In addition,
providing a space for alternative licensure teacher candidates to explore their professional
identities through the qualities of perceptive teachers helps create a space to better
understand culturally responsive pedagogy and inclusive classroom environments.
Practical Justifications
Clandinin (2013) wrote, “[T]o justify a particular narrative inquiry, a researcher
needs to attend to the importance of considering the possibility of shifting, or changing
practice” (p. 36). Much of the research around the experiences of alternatively licensed
teachers was limited to a focus on the programs or helping practitioners understand what
should be done. This approach provided little understanding around the experiences of
alternatively licensed individuals leading up to, in the midst of, and beyond their
certification programs. Throughout this inquiry, I sought to develop understandings
grounded in lived stories to increase understanding around the participants’ experiences,
preparedness, and retention.
Through this inquiry, I came to understand that for alternatively licensed teachers,
there is a potential for tensions to emerge as they experience being a teacher. These
tensions are not new nor are they isolated to alternatively licensed teachers; however,
they create experiences in which teachers feel unsteady and uncertain about themselves.
Faculty members and professors who teach within alternative certification programs carry
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the responsibility of creating educative experiences (Dewey, 1938/1997). It is incumbent
upon them to attend to and work through the tensions that inevitably emerge within the
field of teaching. Furthermore, alternative certification programs must carefully consider
the lived stories alternatively licensed teachers bring with them to the classroom as a
means through which culturally responsive teaching practices can be embedded and
drawn upon.
The narratives the participants told were situated in the midst of a continuum. At
one end, they were asked to account a particular experience situated topically and
temporally. At the other end was the creation of their stories to live by, woven together
from all of the individual stories. Amidst the inquiry, the self-identity of the participants
was revealed within the particular context of their lives. Stemming from these stories
was the continued emphasis for teacher preparation to be relevant and timely. For
alternatively licensed teachers, they are entering a field where the practice of teaching is
constantly changing. What remains constant are the qualities and characteristics
necessary to respond to the multicultural classroom and the need for culturally relevant
teaching. As alternative certification programs begin to better understand the attitudes,
beliefs, and experiences of the teachers, they further stand to provide meaningful
instruction to support what teachers do in the classroom on a daily basis. The
alternatively licensed teacher needs to be able to connect prior experiences they deem as
valid to the demands of the classroom they have yet to experience.
Lastly, researchers and universities must come together to change the narrative
about alternative certification programs. The narrative expressed through existing
research did not capture the experiences, the feelings of preparedness, or the desires to
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continue in the profession for alternatively licensed teachers. By continuing to dialogue
about the identities alternatively licensed teachers bring with them to and form within the
classroom, narratives can be rewritten and much can be learned. Changing the narrative
does not serve to remove aspects known to be true; rather, it captures the missing pieces.
Moving Forward
The recommendations in the previous section are part of the practical application
enacted to help bridge the gap in understanding around alternatively licensed teachers and
the values gained within our multicultural school system. The data collected in this
narrative inquiry were not intended to be applicable to all alternatively licensed teachers
nor was it to solve any specific problem. The goal of this research was to explore the
experiences of alternatively licensed teachers and how they came to understand those
experiences as they related to becoming a teacher. The hope was this narrative inquiry
added to the larger conversation in the search for ways to embed culturally responsive
pedagogy within alternative certification teacher preparation programs.
Limitations of the Research
This research was limited to alternatively licensed teachers within a single
geographic location who earned their credentials through higher-education institutions.
All of the participants worked in school districts within a large metropolitan area and the
surrounding areas. This limited the narratives to the experiences of these teachers and
could not add to conversation about what is happening in for profit alternative
certification programs. In addition, while the interpretation and understanding of these
stories could add to the conversation at the local level, they would play a smaller role in
national conversations.

186
Another limitation to this research was two of the participants were from the same
alternative certification program. When considering the influence alternative certification
programs might have on teacher experience, this narrowed the understanding of the
reader.
Future Research Possibilities
Looking to the future, I continue to wonder about the composing of stories to live
by of alternatively licensed teachers as they move across time and contexts. Each
participant in this inquiry brought forth experiences that pointed to the need for future
inquiries. The tensions experienced by each of the participants, while potentially feeling
balanced, did not have solutions. As all participants reflected on tensions between
teaching to the whole child and teaching to a standards-based education system, future
research could explore how alternatively licensed teachers define their role of teacher.
Keira especially struggled with defining the role of teacher as anything more than what
she experienced teaching to a group of students. When considering the prior research
around retention of alternatively licensed teachers, I wonder how this might impact the
longevity of their careers. I also wonder about the understandings gained through an
inquiry in which the researcher would come alongside alternatively licensed teachers in
their classrooms. I wonder how much this type of an inquiry might further shed light on
the teacher qualities alternatively licensed teachers possess. Finally, when I approached
this inquiry, I did not foresee the layering of multicultural education that would emerge.
Future research might explore the lived stories of teachers as they directly relate to how
culturally responsive pedagogy is actualized in the classroom.
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Final Thoughts
The purpose of this research was to look at the experiences alternatively licensed
teachers narrated about and how they came to understand those experiences within the
context of becoming teachers. Using a qualitative, narrative inquiry study provided the
space to explore these experiences through the voices of the participants.
Dewey’s (1938/1997) principles of continuity and interaction of experience
provided a landscape through which the narrative inquiry could occur. The experiences
shared by the four participants influenced their present experiences, which in turn will
influence future experiences. The conclusions drawn focused on revelations centered
around the participants’ perspectives on experience, preparedness, and retention and
ongoing reflection of their identities. These findings have implications for a continuing
dialogue happening around culturally responsive pedagogy and supporting teachers
within teacher preparation programs. Providing alternatively licensed teachers the
opportunity to participate in these conversations allows for greater teacher agency and a
stronger sense of what is needed as we look to improve programs that aim to prepare
teachers to serve within multicultural classrooms.
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CONSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO
Project Title: A Narrative Inquiry into the Experiences of Alternatively Licensed Teachers
Researcher: Courtney A. Berry, EdD Candidate, Educational Studies: Innovation and Reform
Email: berr1201@bears.unco.edu
Research Adviser: Dr. Christy McConnell, PhD, Educational Foundations and Curriculum
Studies
Phone Number: (970) 351-2438
Email: christine.mcconnell@unco.edu

I invite you to participate in a research study entitled A Narrative Inquiry into the Experiences of
Alternatively Licensed Teachers. I am currently enrolled in the Educational Studies Doctorate
Program at University of Northern Colorado in Greeley, CO, and am are working on a narrative
inquiry dissertation. The purpose of the research is to capture the experiences of alternatively
licensed teachers through the telling, and re-telling, of their lived stories.
If you agree to participate in this research, you will take part in an autobiography, responding to
the prompt: Create an autobiography that tells your story of becoming a teacher, and three
interviews at a mutually agreed-upon public location or conducted via an online platform. Each
interview will take approximately 45 minutes to one hour and will be audio or video recorded. At
the end of each interview, you will be provided with contact information should you have further
questions regarding the research topic. In addition, after each interview is conducted and
transcribed, you will have the opportunity to review the interview transcriptions to provide clarity
and check accuracy. At the end of the study, you will be provided with a copy of the dissertation.
A copy of your biography and interview transcriptions will be stored in a single document on a
password protected internet server, with all other copies being destroyed. In addition, you will be
given a pseudonym to mask your identity. After three years, all the data used in this research will
be erased and destroyed. The consent documents will be kept by the research advisor and will be
destroyed after three years of the research completion. The researcher will attempt to maximize
confidentiality at all times; yet, confidentiality cannot be guaranteed.
There are no foreseeable risks for your participation beyond those which may occur during a
discussion of normal teaching experiences. For many teachers, the journey to becoming a teacher
may be a stressful experience and speaking of their perceived stresses and failures may be
intimidating. Please be assured that your story will not be shared with colleagues and your real
name will not be used in any way. Indirect benefits may be the chance to talk about your
experiences while reflecting on your teaching, in turn bettering your teaching practice.
Participation is voluntary. You may decide not to participate in this study and if you begin
participation you may still decide to stop and withdraw at any time. Your decision will be
respected and will not result in loss of benefits to which you are otherwise entitled. Having read
the above and having had an opportunity to ask any questions, please sign below if you would
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like to participate in this research. A copy of this form will be given to you to retain for future
reference.
If you have any questions about this project, feel free to contact Courtney Berry at
berr1201@bears.unco.edu. If you have any concerns about your selection or treatment as a
research participant, please contact Nicole Morse, Office of Research & Sponsored Programs,
Carter Hall, University of Northern Colorado Greeley, CO 80639; 970-351-1910.
Thank you for your assistance in this important endeavor.
Sincerely yours,
Mrs. Courtney Berry

Participant Signature: _____________________________________ Date: _________________
Participant Print Name: ____________________________________
Researcher Signature: _____________________________________ Date: _________________
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•

Describe your experience of becoming a teacher.

•

Was there anything that guided your decision to becoming a teacher?
o External?
o Internal?

•

What draws/drew you to…

•

When you look back on your journey to becoming a teacher what stories stay with
you?
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•

In interview 1, you mentioned... I’d love to hear more about…

•

Tell me about your teacher preparation program…
o Describe any preparation or learning opportunities you participated in
prior to the start of your teacher licensure program.
o As an alternatively licensed teacher, describe your feelings of or concerns
around feeling prepared for the classroom…
o What support did you receive along your journey to becoming a teacher?
o Describe experiences you had or any feelings of lack of support.

•

Think about a time that you encountered difficulties with a student and how did
you know how to respond?

•

What do you believe most prepared you to becoming a teacher?

•

What skills did you bring into your program that were honed versus what you
learned?
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•

In interview 2, you mentioned... I’d love to hear more about…

•

What three adjectives would you use to describe yourself as a teacher and why?

•

Where do you see yourself in five years?

•

What have you found to be… within your teaching career?
o most rewarding…
o Least rewarding…

•

What does teaching mean to you?

•

At the end of your story, what attributes do you want to be remembered by?

•

How have hardships/experiences/challenges in your own life helped you to
connect with students to overcome their own hardships. Willing to give an
example?

